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Abstract
This study reports on the identity and attitudes of monolingual English speakers (MES) at two high 
schools in Durban, South Africa, in relation particularly to the role and meaning of monolingualism. 
Two bodies of data are used to investigate the attitudes of MES and are oriented towards four variables: 
English, African languages (particularly Zulu), monolingualism and plurilingualism. The attitudes to 
these variables reveal the impact on identity of language usage in Durban, and negotiations of the 
participants in trying to mitigate or justify attitudes that are counter to the embracing of diversity 
encouraged in modern South Africa. First, an attitude questionnaire provides quantitative data that is 
subjected to analysis, including a chi-squared test. Second, a narrative elicitation interview provides 
qualitative narrative data that is analysed in relation to APPRAISAL theory. Both analysis types are 
used to ascertain the presence of a monolingual mindset in the scholars’ responses, as well as to capture 
the ideological forces to which they are subjected as monolingual English speakers in the unique 
multilingual setting of Durban. In essence, the data points to a discourse of compromise and unease on 
the part of the participants -  as they juggle with the effects of an English-centric monolingual mindset, 
and a more pervasive pluralism that embraces the Rainbowism of ‘the new South Africa’. This 
discourse of compromise is characterized on one side by insecurity and dissatisfaction with the language 
in education policy, and well as the monolingual upbringing of MES in Durban, and a lack of Language 
other than English (LOTE), in particular, Zulu. This side of the compromise also portrays a pro- 
plurilingual orientation, a positive valuation of knowing a LOTE and of plurilingual people. Here, 
however, the manifestation of the ‘other side’ of the compromise appears as the MES characterize 
plurilingualism as exceptional and too difficult, and language learning at school as having a negative 
impact on academic success. Alongside this is a normalization of English and othering of African 
languages in practical situation. English is also promoted as the language of unity and economic and 
academic progress or success, while the material value of African languages is questioned.
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Chapter 1: Introduction
1.1 Motivation for Research
South Africa today is a diverse country, with a multicultural and plurilingual society that appears 
to have moved past the spectre of racial discrimination and oppressive minority rule. In contrast to 
the prescribed and divisive national identity of the Apartheid era (Eaton 2002), the new identity of 
the ‘Rainbow Nation’ places emphasis on the plurality of its existence, and embraces the ‘South 
African’ as an inclusive, accepting citizen. However, it is widely recognised that this is an idealised 
view, necessary for the successful functioning of a democratic state (Eaton 2002) and that a 
unanimous, cohesive sense of national identity in South Africa is still waiting to be achieved (Eaton 
2002). It is in this situation that I seek to investigate the position of mother-tongue English speakers 
in Durban, KwaZulu-Natal (KZN). I look into the linguistic lives, attitudes and identities of a group 
of monolingual English speakers (MES) in Durban, KZN. My aim is to characterise English 
monolingualism in Durban and understand the MES’ feelings toward and justifications of their 
limited linguistic repertoire in a plurilingual country.
The site of my research, Durban, is of particular relevance, within South Africa, to the issue of 
English and monolingualism (this is discussed in detail in Section 3.3.1). As is to be expected, the 
main cities of South Africa (Johannesburg, Cape Town and Durban) are areas where the presence 
and influence of English can be most strongly felt (as can be seen in Figure 1.1 below, the darker 
red areas indicate areas of higher concentration of English speakers). However, of the three cities 
it is Durban (or KZN) that has the most ‘simplified’ linguistic make up, with 77.8% of the KZN 
population speaking Zulu, followed by 13.2 % who speak English (Census 2011). No other 
language group is numerically significant. Thus for me, growing up in Durban, English has always 
had a very strong presence, and as an English speaker, no other language was necessary for daily 
living, and the economy, media, education and all formal aspects of life were available (potentially 
exclusively) in English.
Figure 1.1. Map showing the density of English speakers across South Africa.
In my honours year at the University of KwaZulu-Natal (UKZN) the issue of monolingualism was
brought to my attention through the work of Ellis (2006). It is not an area of linguistics that is very
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well researched or often focussed on, as attention is usually paid to bilingualism (Ellis 2006). As I 
engaged with the reading and recognition that bilingualism is the norm world wide -  and not 
monolingualism -  I realised that I am one of these monolinguals. I am a monolingual speaker of 
the most widely spoken (although not the largest in terms of L1 speakers) language in the world, 
namely, English (Ethnologue), yet, also, part of an under investigated linguistic minority. I thus 
engaged in honours-level research at UKZN (Carlyle 2008). In my research I tentatively explored 
attitudes towards English in Durban, interviewing 10 White English speakers at UKZN. The results 
of the study yielded a clear contrast between the language ideology of the individuals investigated 
and their language practices. All respondents had positive attitudes towards multilingualism and 
saw their monolingualism as unfortunate and undesirable. Yet, in practice, they only spoke English 
and considered learning an African language, for instance, desirable but unnecessary, as English is 
the language of power and intergroup communication. These research findings serve as the starting 
point for my Master’s thesis. This thesis expands upon that small-scale project and reports on my 
investigation of the attitudes both of White and Indian monolingual English speakers (MESes) to 
English, Afrikaans and Zulu. In addition, it reports on my investigation of the macro (historical, 
constitutional, socio-political) as well as the micro (attitudinal and narrative) forces impacting upon 
MESes both provincially and nationally, and the participants’ attitudes towards their 
monolingualism.
By way of an overview of the rest of this chapter, section 1.2 provides a literary contextualisation 
of the research conducted. Section 1.3 provides the research questions that have guided the study 
and explains the overarching goals of the work. Section 1.4 draws attention to special 
considerations relating to the research environment in which I operated and deals with 
terminological considerations. Section 1.5 provides a brief account of the methods used to conduct 
the research, and is followed (in 1.6) by an explanation of the structure of the thesis as a whole.
1.2 Background of Research
As this thesis falls into the ‘critical’ category of sociolinguistic study, it deals with issues of 
ideology and identity, particularly in relation to issues of power and dominance. It focuses on 
language use and ideology in relation to issues of identity and language attitudes as well as language 
policy. The literature reviewed in this thesis falls into three main fields, which situate the study in 
the South African context and inform the understanding of monolingualism and identity engaged 
with in the thesis. The first field is the social and political history of South Africa, including its 
language policies (through colonialism, into Apartheid and then into the anticipated new political 
dispensation post-1994) focusing, in particular, on factors leading to the post 1994 mismatch 
between language policy and practice. The second field is monolingual research, drawing on Ellis’ 
(2006) work on the three main orientations in the literature towards monolingualism. The third and
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final field is the work done on identities, particularly that on the discursive construction of national 
identity (Wodak 1999).
1.2.1 The language situation in South Africa
This research seeks to understand the position of the monolingual in the current South African 
context. However, in order for this to be significant, a historical review of the social and political 
situations within the country -  particularly where they concern language -  is necessary. The history 
of language use in the country is fraught with ideological manipulation and inequality, especially 
in relation to language planning and policy. It is my view that the effects of much of this 
manipulation have been allowed to continue relatively unchanged since 1994, especially in relation 
to education. It is important to look at the historical context of the present study in order to trace 
the factors responsible for developing the relevant language attitudes under investigation. The 
attitudes of concern in this research are those towards plurilingualism (the use of many languages 
at an individual level.) and its antithesis, monolingualism, and well as attitudes towards English 
and African languages (especially Zulu). I employ a historical perspective in this study as I believe 
it assists in understanding the influences on the lives of the group of ‘born free’ (the term given to 
South Africans born post 1994) monolingual English speakers who are the focus of the study.
The concept of South Africa and its history, starts with the arrival of European settlers in the Cape 
in 1652 and their immediate ideological and physical domination of the indigenous groups already 
living in the country. In section 2.2.1, I detail the development of language use and policy under 
the colonial powers, both the Dutch and the British. The ideologies dominant during colonisation 
(such as the British policy of Anglicisation (Smit 1996, Bekker 2003) and the power struggle 
between English and Dutch (later Afrikaans)) went a long way to entrenching the idea of the 
superiority of European languages and culture, and the inferiority of the indigenous African 
languages (Bekker 2003). Furthermore, peculiar to colonialism in South Africa is the beginning of 
the taalstryd (language struggle) between English and Dutch (later Afrikaans), which saw the 
Dutch settlers (Voortrekkers) and the new British rulers constantly at odds, and ultimately resulting 
in the birth of the Afrikaner nation itself. Language was seen as of intrinsic importance to both 
groups (through Anglicisation as a tool of rule for the British, and with the Boer belief in their ‘God 
given’ taal (i.e. language, namely Afrikaans) as fundamental to the Afrikaner identity), and thus 
became a site for struggle that was magnified by Apartheid.
Under the Apartheid policy of separate development, detailed in section 2.2.2, social engineering 
was implemented with the goal of ensuring that sections of the population existed autonomously. 
Not only were the different racial groups separated, but racial groups themselves were divided 
along ethnic lines, with language taken as the main marker for ethnicity (Kamwangamalu 2001).
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The ideal of separate development was not limited to race, in fact, ethnicity, alongside race, was 
fundamental to the construction of the Apartheid state (Kamwangamalu 2001). The use of language 
as a tool of separation, was especially evident in Language in Education Policy (or LiEP which is 
discussed in section 2.2.3.1). This vital aspect of the regime’s linguistic engineering was a source 
of particular contention. Ideological manipulations of the language in education policies can been 
seen as the basis of much of today’s common sense assumptions regarding language and language 
use in education (such as the insistence by many on English only education) (Johnson 1982), as 
people seek to counteract their effects. The effects of ideologies perpetuated in the education 
system have far-reaching effects (Johnson 1982), thus when Apartheid officially ended, a concerted 
effort was needed (especially in language policy and practice) to counter, resist and replace these 
ideologies. The desire by the Afrikaner to promote the role, influence and esteem of Afrikaans in 
relation to English coupled with the implementation of ‘Bantu Education’ seemingly resulted in 
the inadvertent promotion of English as the route to African emancipation and development (De 
Klerk 2000).
In 1994, with the euphoria of the first democratic election and the watershed movement to majority 
rule, much was expected of the new democratic dispensation. The political atmosphere in the 
country at this stage and the ideologies it espoused are discussed in section 2.2.3.1. With the new 
constitution in 1996 hailed as one of the most enlightened in the world (Ngugi 2003), particularly 
in terms of its language policy, much was expected as regards real linguistic change in South Africa. 
Focusing on language policy (see section 2.2.4.2), the constitution included an extensive, 
restorative and liberal language clause naming 11 official languages, and calling for the protection 
and restoration of the previously neglected languages (Constitution 1996). Likewise, the new 
Language in Education Policy (LiEP) and National Language Framework (NLF) promised an era 
of grassroots change and ideological renovation. It is into this post-1994 world that the participants 
in this study were born. However, 20 years on, an apparent mismatch exists between the country’s 
linguistic policies and the general practices of government, business, education and general society 
(Kamwangamalu 2000, Heugh 2009). This is the focus of section 2.2.4.3. Thus, while officially the 
linguistic landscape has changed, it could be said that, sociolinguistically, the situation is not much 
different from the situation under Apartheid. This study seeks to contextualise the participants 
against this backdrop, with its various ideologies, and to investigate their identity and positioning 
as monolinguals in terms of it.
1.2.2 An overview of research into monolingualism
As this study focuses on the issue of a monolingual identity, it is important to understand the 
characteristics associated with the concept of monolingualism and monolingual individuals and 
societies. The phenomenon of monolingualism, as discussed in section 2.3, is generally not
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considered by large sections of the world’s population to be unusual: it is the norm. It is also not 
well researched (Ellis 2006, 2008). The majority of the world’s population in fact however is 
plurilingual, making monolingualism a marked case (Ellis 2006, 2008) amongst human societies. 
The emphasis in the sociolinguistic literature endorses this, since it focuses largely on issues 
surrounding bilingualism and other contact phenomena. Ellis (2006) summarises the nascent 
literature on monolingualism in terms of three overarching theoretical perspectives, which are 
investigated in more detail in section 2.3.I.2. Firstly, that monolingualism is ‘natural’, secondly 
that it is a ‘deficiency’ and thirdly that it is a ‘pathology’. My original honours study hinted at a 
fourth perspective, namely, that monolingualism for these individuals is ‘inevitable’, yet seems to 
be a marked case to them, and is acknowledged as undesirable. Such speakers desire not to be 
monolingual yet perceive themselves as having no alternative. This is a position I propose is seen 
in the MES participant in my study. Since there is no research to date focusing on MES in South 
Africa, mine is, I believe, the first -  of the meaning of monolingualism -  and of the unique 
multicultural setting in which it has been conducted.
Monolingualism (like bilingualism) exists on a continuum, with proficiency levels ranging from 
knowledge of a few words in a second language, to having studied one or more language yet being 
unable to communicate effectively in them (Ellis 2006, 2008). Such a person therefore has a limited 
linguistic repertoire with which to express themselves (Ellis 2008). A more detailed discussion of 
a working definition of monolingualism for the purposes of this thesis is found in section 2.3.1.1.
The literature on monolingualism (Clyne 2008, Ellis 2008, Park 2008) originates from, and, 
currently focuses on, countries where the focal language is the majority language both numerically 
and in terms of its ‘linguistic capital’, or power, in the linguistic marketplace (Bourdieu 1991). The 
differences between these research contexts and that of my study -  which has an anachronistic 
linguistic situation regarding English in relation to being a majority language -  compared with 
those mentioned above, is discussed in both 2.2.4.3 and 5.2. In many places worldwide -  South 
Africa included - English commands the greatest market value and so endows those who speak it 
with more linguistic capital than do other languages (De Klerk 2000). English in South Africa 
receives authority from forces external to it (Bourdieu 1991) such as constitutional provisions 
(despite the 11 official language policy, see section 2.2.4.2), education and economic policies and 
the positive attitudes towards it from non-mother-tongue speakers of English, boosting its 
hegemony. Its standing is not due to properties inherent in the language itself, but, rather, to the 
functions that it performs both locally and globally (Kachru 1982, Bourdieu 1991, De Klerk 2000). 
This is discussed in greater depth in 2.2.4.3 and 2.3.1.1
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The monolingual mindset is a concept developed by Clyne (extrapolated from Christ’s (1997) 
translation of Gogolin’s (1994) ‘monolingual habitus’ as a ‘monolingual mindset’) to describe the 
attitude or ‘mindset’ that is held by individuals, communities or governments, in monolingual 
countries or from monolingual backgrounds. This concept is examined in section 2.3.2. of this 
thesis. Referring to Australia and its language policies, Clyne (2005) states that “We are very 
fortunate that our national language and lingua franca, English, is also the most widespread 
international lingua franca. However, we disadvantage ourselves if we believe that one language is 
sufficient” (Clyne 2005: x). A monolingual mindset is one that has a range of effects on those 
manifesting it and their community, which are discussed further in 2.3.2.
In understanding the characteristics of a monolingual mindset, one can investigate (as I do) whether 
such a mindset is present (and to what extent) in South African language policy, practice and in the 
individuals under investigation.
1.2.3 Identity
Important to this study is the concept of identity. I investigate how the participants’ monolingual 
status in a plurilingual country affects their identity, specifically their sense of group and national 
identity. For this I draw on the work of Wodak et al (1999), Van Dijk (1995, 1998, 2001, 2005, 
2008) as well as on Anderson’s (1991) concept of ‘imagined communities’. Language, especially 
through its role in discourse, is fundamental to identity (Wodak 1999, Fairclough 1989). The 
ideology of language as a defining element of both group and individual identity, and thus 
segregation, that was promoted under Apartheid, still affects society today. The ideological 
frameworks employed to perpetuate separate development have not been wholly removed. Any 
attempt to create a new sense of national identity needs to counter the fact that Apartheid effectively 
created two (conflicting) nations -  one White, one Black -  within South Africa’s physical border 
(Baines 1998). This thesis also addresses the concept of group identity, specifically in terms of 
identification as ‘English speakers’ who share certain ideologies and common sense assumptions, 
as well as the particulars of the construction of national identity. Focus is placed on the measures 
taken post 1994 South Africa to, amongst others, construct the ‘Rainbow Nation’, and how MESes 
relate to and conceive of the concept of the term ‘South African’.
This study further shows that the remnants of Apartheid ideology entrenched in the education 
system -  supported by a lack of active improvement to the situation of the majority of the nation 
by the government -  is undermining the identity being constructed for a post-Apartheid South 
Africa. Thus, this thesis reflects on whether, by remaining monolingual in English, MESes are 
unable truly to identify with those who were separated from them under Apartheid, and whether 
they are unable to share in any meaningful ‘South African’ experience. While they are part of the
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rainbow nation, they remain distinct and ‘alien’. If all South Africans do not acquire the skills to 
share in another’s culture that has for so long been held as other, then the lack of any practical 
implementation or embracing of the ‘Rainbow Nation’ (or Rainbowism) identity in the everyday 
life of MESes means that it will remain an ephemeral part of their identity, but not motivating them 
to change the status quo in South Africa. In this study the effects of this -  a clash between a 
monolingual mindset and Rainbowism - has been termed a ‘discourse of compromise’ in its 
manifestation in the participants’ responses in the two data sets.
1.2.4 Ideology
As indicated in the previous sections, one gains insight from the historical and current context of 
an utterance, or the institution in which it appears, to perceive and appreciate the ideological 
underpinnings of the society under investigation (Fairclough 1989, Wodak et al 1999). What 
follows clarifies the notion of ‘ideology’, while section 3.5.2.1 situates it in relation to discourse 
and so the purposes and methodological frameworks of this study.
The concept of ideology is one that is fundamental to studies of society. Over time the definition 
and understanding of the term has evolved, and is multifaceted. However, in general it can be taken 
to mean "the mental frameworks - the languages, the concepts, categories, imagery of thought, and 
the systems of representation, different classes and social groups deploy in order to make sense of, 
figure out and render intelligible the way society works" (Hall 1996: 26). Ideologies are the social 
representations of socially shared beliefs that groups, societies or institutions use to order, function 
in, and construe the social world they occupy. Ideologies operate at the macro (and meso) level 
(Voloshinov 1973), namely the societal and institutional level, expressing what is and is not true, 
acceptable or permitted in that particular society or institution. However, ideology also functions 
at the micro or behavioural level, where ideologies can be seen to operate in the lives of individuals 
and permeate their common sense knowledge and beliefs about the world (Voloshinov 1973). 
These micro or personal ideologies are influenced, constructed and perpetuated by those ideologies 
promoted at the macro level (Pachler et al 2008). In this way the wider ideologies of society become 
part of our ‘habitus’ (Bourdieu 1990), that is our habitual ways of being (Pachler et al 2008, Lim 
2012) -  of thinking, doing, expecting and judging. The home environment (or the ‘local pedagogic 
context’ as it is termed by Bernstein (1990)) provides the norms and assumptions which parents 
assimilate their children into, i.e. their habitus (Lim 2012). This is continued in the extended 
pedagogic institutions such as schools. The effect of this is further discussed in section 2.4.1. It is 
argued that a monolingual habitus (Gogolin 1994) has been (or is being) created, in particular for 
the MES in this study, by the education policies adopted post-Apartheid to counter Apartheid 
education. This monolingual habitus is hindering our chances of long-term success in fostering 
multilingualism, due to the short-term compromises made upon the move to democracy (Alexander
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2000). The notion of habitus is revisited in section 2.2.4.3 in relation to the role of policy change 
in challenging the ideologies forming this monolingual habitus, and the apparent mismatch between 
the policies and their implementation in modern South Africa.
The many conflicting and conflated ideologies experienced by an individual, mean that one’s 
identity -  constructed and mediated by the macro and micro ideologies surrounding one -  is held, 
in this modern, post-structural society, to be fragmented and fluid. This is discussed further in 
section 2.4. This nature of ideology has bearing on the work in this thesis as I seek (as indicated by 
research question 2 in section 1.3) to extract a picture (through the use of discourse, see chapter 3) 
of the conflicted identity of MES in modern South Africa. As such chapter 2 seeks to consider and 
explore what macro forces allow for the maintenance of a monolingual population in a plurilingual 
and diverse society, and in doing so, create this conflicted identity.
Important for a critical view of ideology and a critical approach to discourse analysis is the notion 
that “ideologies are representations of aspects of the world” (Fairclough 2003: 9) that are involved 
in the creation and maintenance of relations of power and domination. However, ideologies, in the 
right circumstances, can also serve to challenge and even change the status quo (van Dijk 1998, 
Fairclough & Wodak 1998, Fairclough 2003). Pennycook (2001:72) highlights a need within 
Critical Linguistics to have “a view of language as productive as well as reflective of social 
relations”. By being affected by social relations, language can also then be seen as a site for 
producing change in social relations. Using language is the “commonest form of social behaviour” 
(Fairclough 1989: 2), and as such it is through language that we learn the rules of the social world 
around us and express our identity. Thus a change in the micro ideologies of individuals, expressed 
through discourse, can plausibly affect change in the macro ideologies of society. As van Dijk 
(1998: 5) highlights, “Ideologies are undoubtedly social, and often (though not always) associated 
with group interests, conflicts or struggle. They may be used to legitimate or oppose power and 
dominance, or symbolize social problems and contradictions”. This reinforces how, in the opposing 
of the common sense ideologies perpetuated at a societal level, the status quo can be challenged 
and even changed.
The ideological assumptions expressed in discourse generally concern the naturalised or common 
sense beliefs of society that a group hold (van Dijk 1998, Pennycook 2001). These beliefs are often 
not consciously held - that is, they are “not the product of conscious thought” (van Dijk 1998:20). 
While these beliefs may not be objectively true (such as a belief that males are better at mathematics 
than females), they are true for the members of the group that hold them, and so they become part 
of their common sense assumptions about the world (their habitus), with this knowledge being 
presupposed in interactions with members of the same group (van Dijk 1998). Thus they will use
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these assumptions as the basis upon which they interact with the world and society, and these 
assumptions will affect how they experience the world (van Dijk 1998). Thus many of the attitudes 
and opinions held by the participants in my study will be heavily influenced by the general 
ideologies perpetuated by the elite in their society, and by their own social group (if these groups 
are not one and the same). Likewise, as adolescents, they are likely still to reproduce and be heavily 
influenced by the attitudes and ideological assumptions of their parents (Banaji & Heiphetz 2010). 
In his social-cognitive approach to the study of ideology, van Dijk (1998, 2001, 2005, 2008) 
investigates the construction of ideologies as group-based beliefs, and how they manifest in the 
individual members of a group. He emphasises that ideologies are the base for social representation, 
shared by a group (van Dijk 1995), that produce naturalised beliefs that influence the attitudes of 
group members, but at the same time are used by group members in their individual, personalised 
practices (van Dijk 1998). Thus, these ideologies also serve to ‘monitor’ and influence, through 
attitudes and personal mental models, the way members of a group act and interpret the world 
around them, contributing to their sense of social identity (van Dijk 1998)
From the above one can see that ideology, and, importantly, the ideological constructs supported 
and perpetuated in a society and in education, are foundational to this study if one wishes to 
understand the identity and attitudes of young MESes. The ideological constructs promoted and 
perpetuated by colonialism and Apartheid (as mentioned earlier in this chapter, and expanded upon 
in sections 2.2.1 and 2.2.2) form the basis for the common sense beliefs held by the MESes as well 
as their wider social group. It is these beliefs that inform the attitudes evident in the analysis of the 
quantitative and qualitative data (see chapter 4), and the sense of identity reflected by these 
attitudes. Section 1.2 has thus provided an overview of the literature which has a bearing on the 
thesis’s answering of the research questions -  which are proposed in section 1.3 below.
1.3 Aims and Research Questions
My overarching goal is, through exploring attitudinal and narrative data, to understand the lives of 
two groups of middle-upper income MESes and how their status as monolinguals affects their 
identity in a multilingual country. My research investigates the macro (local, national, and 
constitutional) and micro (attitudinal and narrative) forces that impact on their daily lives and 
assesses what implications my findings have for language planning and policy in South Africa and 
for monolingual research more generally. The specific questions that guided this study are:
1. What are the attitudes of the MESes towards:
a. the role of English and of African languages in South Africa?
b. their own status as monolinguals and their perception of bilingualism?
c. their feelings as monolinguals?
2. What do the attitudes in 1. reveal about the MESes’ personal linguistic ideologies and how they
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negotiate their identity in relation to any contradictions in these ideologies?
3. Are there attitudinal differences among the MESes associated with gender and racial 
affiliations (male/female; White/Indian) and, if  so, what are they? (This is something of a 
‘sub-question’ in that it is not explored quite as fully as other questions are.)
4. How do the insights gained from the 2 groups of South African MESes add to the emerging 
field of monolingual research wherein this research falls?
1.4 Special Considerations of the Research Environment
The research was conducted in two private schools in Durban, KwaZulu-Natal. School A, is a 
private girls’ day school and School B, a private boys’ day school. Both schools cater for pre-school 
to matric (i.e. children aged 4 - 18). Further information regarding the schooling environments of 
the participants in this study can be found in chapter 3 (section 3.3). As the data was collected in a 
school environment, there are certain features about it which one must be cognisant of. In such an 
environment one is subject to the demands of the school day and the educational commitments 
required of the students at any point in it. The researcher must remain flexible and work around 
obstacles and with the sometimes changing timelines provided by the school. In allowing one to 
conduct research in their school, principals and staff are doing one a favour, and as such any 
strictures placed upon the researcher need to be abided by. The times and manner of data collection 
were different at each school, depending on how the teacher in charge organised my contact with 
the learners. Likewise, due to the nature of adolescents and schools, there were sometimes 
unanticipated absences (whether due to illness, forgetfulness, or sudden alternative commitments) 
which affected the number of students available for the different data collections. This is detailed 
in chapter 3.
Likewise, as one is dealing with human subjects, and, specifically, ones ranging in age from 15-17, 
there are certain ethical obligations one has, and considerations one must take into account. Both 
schools were approached about the possibility of my conducting my study with some of their 
learners. As both were private independent schools, they informed me that final authority regarding 
permission rested with them and not the Department of Education, and they were happy for me to 
proceed. I met with the principal of the boys’ school and the vice principal of the girls’ school, as 
well as with the teachers which whom I would be liaising in each school. I explained the aim of my 
research in detail and explained the methods I would be using to collect data. Both schools were 
interested in the research and were both willing to participate and assist me with my data collection. 
Each school provided me with a letter of consent (Appendix 1). I showed them the consent forms 
I had intended to give all the participants, but was assured that the letter given to me by the school 
was sufficient. I did however go through the aim of my thesis with all participating learners and 
informed them of their right to anonymity as well as to withdraw at any stage if they decided they
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did not wish to participate. They understood that participation was voluntary, and that they could 
ask me any question at any time.
The last ‘ethical’ consideration is the use of racial terminology in this thesis. Race is obviously a 
very sensitive topic in South Africa. This means that when dealing with issues relating to culture, 
language or race, sensitive attention must be paid to political correctness in terminology. Even 
though the government still require the old style (race-based) classification on most documents, 
many people shy away from racial classification and from being stereotyped within a group. 
Likewise, there is contention regarding the use of the term ‘African’ i.e. to refer only to the 
indigenous ‘Black’ populations within the country, and furthermore to what ‘Black’ embraces. 
While this thesis takes the stance that all born in South Africa, especially second or third generation 
are African (i.e. I am a ‘White African’), the term ‘African’ will, for ease of reference, be used to 
refer to the ‘black African’ sectors of the population, who generally (and historically) speak one or 
more Bantu languages. Furthermore, the term ‘White’ will be used to refer to participants of 
European descent, and the term ‘Indian’ will be used to refer to all participants of (Southern) Asian 
descent. These labels are the ones most often used by the respective population groups to 
characterise themselves. When referring to those who were oppressed under Apartheid, I will be 
referring to Africans, Indians (those of Indian descent), Coloureds (mixed race individuals 
including those of Malay descent) and Asians (such as the Chinese), i.e. Whites are not included.
1.5 Research Design and Methodology
In order to answer the research questions and build on the review of literature that I have done (see 
chapter 2), I have collected two bodies of empirical data. This data is amenable to two forms of 
analysis, one is quantitative, and one is qualitative. The details of these are found in chapter 3, 
particularly sections 3.4 and 3.5. Using both types of data allows for a richer analysis than simply 
one or the other, as the two forms complement one another and offset what could be perceived as 
oversights or weaknesses in each.
Empirical data has allowed me to ‘get inside the heads’ of ‘born free’ MESes and to find out their 
attitudes and feelings towards both their monolingual status and towards plurilingualism. This is 
far preferable to relying on my own assumptions and experiences, as well as on what the literature 
suggests. The target population consists of a group of 15-17-year-old (Grade 10 and 11) male and 
female learners, from both the White and Indian race groups. All are monolingual mother-tongue 
English speakers (according to the working definition of the term ‘monolingual’ set out in section 
2.4.2.1), attending the two private schools in Durban, KwaZulu-Natal, mentioned earlier. My 
motivation for choosing this particular group, as well as the details of their schooling environment, 
can be found in chapter 3 (sections 2.4.1 and 3.3.3).
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1.5.1 Data Body 1: Attitude Questionnaire and analysis
The first type of data used is quantitative data gathered by means of an attitude questionnaire 
following the style of Baker (1992) (See Appendix 4.2). An in depth explanation of the rationale 
behind using an attitude questionnaire, as well as details of the questionnaire and the specific 
purposes of the different sections can be found in section 3.4.1. In brief, the questionnaire consists 
of two sections, the first eliciting biographical information, while the second contains attitude 
questions which participants were required to answer using a 5 point Likert scale. Each of the items 
relates in some way to the issues of monolingualism, plurilingualism, English and African 
languages (specifically Zulu). The responses were coded and captured into SPSS 21 for statistical 
analysis (see section 3.4.1).
This data body provides a quantitative perspective to what is an otherwise qualitative study, and 
allows for some statistical insight. The statistical analysis (specifically a chi-square test for 
independence) is applied to see if there is a gender or race bias to how the participants answered 
the items. Doing so allows me to answer research question 3, and is best done with a larger sample 
group than the quantities for my discourse analysis (which I describe shortly). Using the statistical 
analysis, and an analysis of how items were answered, reveals a wider assessment of the greater 
complexity and conflict of the monolingual identity of the participants than is possible from the 
narrative data. The analysis of the narrative data looks more in depth at certain key issues, while 
the statistical analysis involves a wider range of questions at a more surface level.
1.5.2 Data Body 2: Narrative Elicitation Interview and analysis
This second type of data provides the qualitative aspect to the study, and the analysis of this data 
is in itself two-fold. It involved conducting a narrative elicitation interview with a subsection (15) 
of the questionnaire participants. Participants were given an article to read to serve as a talking 
point and stimulus for the discussion (Appendix 11). Participants were then first asked a few 
general background information questions, followed by a series of questions surrounding the issues 
of plurilingualism, English and African languages (specifically Zulu) (Appendix 5.2.1). I had a list 
of questions to prompt conversation that I used with all the participants. The purpose of this 
interview is to engage with the MES and allow them to talk about their linguistic experience. This 
information helps to characterise what it is to be a MES in South Africa and allows for an analysis 
of the ideologies at play in what they say. The details of the narrative elicitation interview, and how 
it was conducted can be found in section 3.4.2. The data for the APPRAISAL analysis is participant 
answers to certain questions asked in the narrative elicitation interview (see section 3.5.2).
As an evaluative framework, APPRAISAL allowed me to investigate how the MES feels about the 
factors under investigation. As a part of the interpersonal metafunction of Systemic Functional
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Grammar, APPRAISAL is concerned with how the choices made in a text indicate the producer’s 
feelings, judgements and orientations or positioning towards the subject of the narrative (Martin 
and White 2005:1). Using APPRAISAL analysis, I look at how they try to align both me (as the 
receiver of what they say) and themselves, with certain opinions, attitudes and ideologies in 
response to the stimulus article. Likewise, APPRAISAL analysis illuminates how the participants 
justify (or do not justify) their status as monolinguals in a plurilingual context, and how they engage 
with, for example, the ideology of the ‘Rainbow Nation’, or Rainbowism. A full explanation of and 
investigation into Systemic Functional Grammar and APPRAISAL analysis, as well as details of 
how it is applied to the data in this study, is provided in section 3.5.2.1.
1.6 Overview of the Chapters to Follow
There are four chapters that follow this introduction. Chapter 2 is a literature review containing 
interpretive accounts of pertinent theories and literature related to my study. It is made up of three 
sections. Section 2.1 covers relevant social, political and linguistic history of South Africa. Section
2.2 provides a broad view of the issues surrounding monolingualism and the monolingual mindset, 
and section 2.3 details relevant theories of identity.
Chapter 3 is concerned with methodological matters. It first deals with the particulars of a pilot 
study I conducted and insights gained from it. In section 3.2 I explain the data collection process 
and the sequence of steps I followed during that collection. Section 3.3 outlines the instruments 
used to collect data (the questionnaire and interview). Section 3.4 overviews the frameworks used 
for analysis and how each was applied to the data.
Chapter 4 goes through the analysis done on the two data types and highlights and summarises the 
main findings. Section 4.2 deals with the quantitative analysis of the attitude questionnaire, while 
section 4.3 details and discusses the APPRAISAL analysis done on the selected responses to the 
elicitation interview.
Chapter 5 concludes the study and draws the results together. This chapter formally answers the 
research questions outlined earlier in section 1.3. The conclusion also includes reflection on the 
limitations of this study and on potential directions for future research.
The appendices follow. These include copies of the consent forms, questionnaires, interview 
schedule, transcriptions of the sections of interviews that I analysed, and tables/illustrations not 
included in the main body of the thesis but referred to. The ‘e-Appendices’ cover content that is 
too large to print -  such as full transcriptions of interviews and excel spreadsheets of the analysis.
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Chapter 2: Literature Review
2.1 Introduction
The aim of this chapter is to engage with the relevant literature that informs my study, bearing in 
mind that the thesis seeks to approach the issue of language in South Africa (SA) by investigating 
the disparity between the putative embracing of diversity at a macro level and the monolingual 
micro and macro level experience of many English speakers in KwaZulu-Natal. In section 2.2 this 
chapter sketches the linguistic landscape of South Africa from its early days of colonialism (2.2.1) 
to the Apartheid period (2.2.2), through to post-Apartheid South Africa (2.2.3). Thereafter section
2.3 addresses the issues of monolingualism and the monolingual mindset (Clyne 2005). Lastly, 
section 2.4 deals with the issue of identity in modern South Africa, focussing on monolingual 
English speakers (MESes) and the construction of a national identity in post-Apartheid SA
2.2 Language in South Africa -  An Historical Perspective
The traumatic history of the country has ensured that language -  with its close relationship to 
culture -  is an issue close to the hearts of most South Africans. It has been the site of much 
oppression and struggle through the years (Webb 1996). This section highlights this socio-political 
history. As indicated in the previous chapter, it is important to look at the historical context in order 
to make sense of current policy and attitudes. St Clair (1982:164) explains that “to fully understand 
how language attitudes develop, it may be necessary to reach back into the past and investigate the 
social and political forces operating within the history of a nation”. There are many threads leading 
to the current hegemonic status of English in South Africa and the following sections touch on the 
most salient of these. Tracking the ideological constructions and effects of these elements into 
present day South Africa is fundamental to illuminating the challenges facing both the country and 
those of English speakers in an attempt to achieve a unified ‘South Africa’. Therefore, this section 
is important to understanding participant responses in the analysis to be carried out, particularly in 
relation to research questions 1 and 2.
As van Dijk (1998: 5) highlights, "Ideologies are undoubtedly social, and often (though not always) 
associated with group interests, conflicts or struggle. They may be used to legitimate or oppose 
power and dominance, or symbolize social problems and contradictions”. Thus an investigation of 
the course of the history of the current South African society will provide an insight into the 
ideologies in effect in the attitudes and opinions of the participants in this study, as well as their 
negotiation of identity. The notion of ideology, and its application in this thesis has been discussed 
in section 1.2.4.
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2.2.1 The colonial era
A brief outline of the political and social history of South Africa is provided in chapter one (1.2.1). 
The following sections serve to investigate this history, and the ideologies present, in greater depth 
in order to discern their effect upon the participants of this study.
The area of southern Africa, incorporated into the modern Republic of South Africa, was first 
colonised by the Dutch, becoming a Dutch Cape Colony in 1652. In this period of Dutch 
colonisation, the beginnings of ‘valorisation’ of both Western language and culture began (Bekker 
2003). Dutch settlers displayed negative attitudes towards the languages of the Khoi peoples and 
there was a systematic attempt to “educate and civilise” both the indigenous peoples and the slave 
population (Bekker 2003: 68). Thus the history of an ideology promoting the superiority of Western 
language and culture, plus a degrading of ‘African’ or ‘non-Western’ culture and language is a long 
one in South Africa (as with most colonies). This colonisation of the mind (Ngugi 1994, Bekker 
2003) experienced by the African population has been perpetuated by each subsequent system of 
governance, as we shall see. In 1795 the British took control of the Cape, and the battle for 
dominance of the area continued. During the British colonial era, the British administration 
engaged in a policy of ‘Anglicisation’, as they did in all colonies, which involved educating the 
local population in English and enforcing its use in all official and public spheres. Education for 
the indigenous peoples was mainly the preserve of missionary schools that employed a policy of 
Anglicisation in order to bring the gospel and ‘Christian culture’ to the unchurched natives (Bekker 
2003). Anglicisation was seen to “bring civilisation to natives” and to be “geared towards the 
cultivation of a small elite among the indigenous population” (Bekker 2003: 69). This elite would 
see to the promotion and maintenance of British rule and its policies. Anglicisation in relation to 
indigenous populations was also intended to promote only enough English for the cheap labour 
pool to communicate with their British masters (Alexander 1989). Signs of a positive attitude 
towards English, particularly in relation to prestige and instrumental superiority versus the 
indigenous languages, appear in the members of the earliest resistance movement in South Africa, 
partly as these individuals were largely the products of the missionary school system (Bekker 
2003).
Anglicisation was also aimed at the Dutch settlers, and this was a cause of much grievance. The
settlers began moving out of the Cape colony to escape British rule and the British attempts to
Anglicise the non-British groups in the Cape. This opposition to English can be seen as the genesis
of the determination of the Afrikaner people to ensure ‘self-rule’ and the promotion of an Afrikaner
state. The settlers established the Boer republics of The Orange Free State (Oranje-Vrystaat) in
1854 and the South African Republic (ZAR) in 1856. The short lived Boer Republic of Natalia
(established 1839) was annexed by the British in 1843, becoming the Colony of Natal. Here the
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Dutch settlers established their own governments and society, and created their own language and 
culture, ‘free’ from British interference.
The Kingdom of Zululand (the traditional home area of the Zulu nation (established under Shaka 
Zulu in the early 1800s), and those of related language groups with mutual ancestry) existed 
alongside the Colony of Natal for many years, but was annexed into Natal in 1897. This is the site 
of my research, with Durban being the ‘British’ port city of the Colony, with the province’s current 
capital, Pietermaritzburg, being the former ‘Dutch’ stronghold. Linguistic autonomy and the view 
of Afrikaans as being a divine gift were pillars upon which the Afrikaner volk built their culture. 
Thus one can see the roots of what becomes an ideology of promoting Afrikaans as superior to 
English (and the African languages), and also the desire to ensure its usage and centrality in the 
Apartheid state. This is the beginning of the taalstryd (language struggle, mentioned in section 
1.2.1) - the antagonism between English and Dutch (later Afrikaans) that has characterised much 
of the linguistic and political history of South Africa, and is discussed further in section 2.2.2.
The fight for governance of the two republics (Oranje-Vrystaat and ZAR) and colonies (Cape and 
Natal) continued back and forth until the formation of the Union of South Africa in 1910. Dutch 
and English were the official languages of the Union, and the following Republic, with Afrikaans 
replacing Dutch in 1925. In 1948 the National Party, who were now the ruling party in South Africa, 
started to introduce the legislation that underpinned the Apartheid system of governance. This 
initiated a new era of minority rule, and the entrenchment of the policy of separate development. 
This is the focus of section 2.2.2, as I discuss the politics, ideology and language policy that 
prevailed under Apartheid.
2.2.2 Indian migration
The Indian population in KwaZulu-Natal can be traced to 1860 when the first ship of indentured
labourers was bought to the colony by the British to supply cheap labour. The population continued
to grow with indentured labourers and, later, passenger Indians (traders who, from 1875, paid their
own way) being bought to the area (Mesthrie 2002). The last ship of indentured labourers arrived
in 1911. By that time approximately 152,000 migrants had been brought to South Africa -
specifically to the colony of Natal -  through the indenture system. While the aim of the government
had been to repatriate the labourers after their contract was over, most opted to stay, and by 1886
there were more ‘free’ Indians than indentured Indians in South Africa (Desai 1996). The Indian
population continued to grow as the Indian immigrants married within their social group. Today
KwaZulu-Natal is said to play host to the largest population of Indians outside of India (Rudwick
2004). The labourers from India mostly had no knowledge of English and came from both the north
and the south, bringing with them many languages. The migrants from the south spoke Dravidian
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languages -  especially Tamil and Telegu. From the north came dialects of Hindi, as well as 
Bhojpuri, Awadhi (Mesthrie 1996). This led to a problem of communication as these languages 
were not all mutually intelligible. From 1860 the acquisition of English by the Indian population 
was hindered and mediated by the racial divisions prevalent in the country, which left very little 
room for contact with the L1 English-speaking White population, and therefore limited contact 
with the target language (Wiebesiek et al 2011). This left education as the domain in which 
acquisition of English was facilitated. While formal education for the children of these labourers 
was weak and not well supported at first, resulting in poor conditions for suitable acquisition of 
standard English, by the 1950s it had improved dramatically and so increased the exposure of 
Indian children to English partly due to increased enrolment figures (Wiebesiek et al 2011). This 
had the effect of introducing English as a common language. Children who were taught English at 
school in turn taught it to their younger siblings and parents which reinforced the use of English. 
The shift of the Indian community to English can be seen to have begun in the 1960s (Mesthrie 
1996), and can be seen to be complete according to census data. Data from Census 2011, indicates 
86% of the Indian population use English as their home language.
The Indian population makes up only 2.5% of the South African population (Census 2001), with 
the vast majority residing in KwaZulu-Natal, specifically Durban and surrounds. Many of the 
younger generation appear to be able to speak only English (though the variety of English spoken 
is specifically South African Indian English (SAIE), and may not be deemed ‘standard’. This, 
however, is a broad topic in itself, and does not fall within the scope of this thesis). The Indian 
population is not homogenous, however, due to “religious, class and educational differences” 
(Wiebesiek 2011: 254). Likewise, many of the older generations (the grandparents of those under 
40) are still able to speak or have a knowledge of their ancestral languages. Many of the Indian 
population are either Hindu or Muslim, both religions that have ancestral languages used for 
religious practices and purposes, meaning that despite the high rate of English language usage 
amongst the younger generations, those with surviving grandparents, or who belong to religious 
families, will have a certain exposure to ancestral languages, whether they can speak them or not. 
This exposure could result in a certain affinity for these languages that could conflict with their 
identity as English speakers, that the White English population do not have. Fifty-nine percent of 
the South African Indian community live in KZN’s urban areas (mainly Durban and surrounds). 
Their identity as mother-tongue English speakers alongside the White population of British 
descent, is discussed in section 2.4.
2.2.3 The Apartheid era
The ‘Apartheid era’ began with the voting into power of the Afrikaner National Party in 1948. In
1961, 13 years after the introduction of Apartheid, the National Party proposed that the Union
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become a republic, and so no longer be considered a dominion of the British Empire. It is important 
to highlight Natal’s reaction to this proposal in order to understand the specific social situation in 
Durban. In the referendum on the republic, the colony of Natal was the only one of the four 
members of the Union to vote unanimously against a republic, and threatened to secede from the 
Union if it left the Empire. The referendum ended with a very close ‘yes’ vote in favour of 
becoming a republic. South Africa’s membership to the commonwealth lapsed upon becoming a 
republic due to the unpopularity of Apartheid among the other member nations and appeals by anti­
Apartheid activists to boycott the country. Thus the British loyalists in Natal, focused in Durban’s 
urban areas, were left ‘cut o ff from their Empire. This could be seen as a big contributing factor 
to the continuation of British nationalism in this area as South Africans -  particularly of British 
descent -  resisted cultural control of Afrikaner Nationalism. For most of its existence, the area of 
the former colony of Natal -  particularly Durban and surrounds -  has been referred to as ‘The Last 
Outpost of the British Empire’, and continues to be seen as the most ‘English’ area of the country 
(as evident in my interviews, for example e-Appendix 1, Q1, Participant F2, and chapter 4). This 
can be attributed not only to the White English-speaking population, but also to the substantial 
English-speaking Indian population in the area (as detailed in section 2.2.1.1). In what follows, the 
focus falls on the Apartheid state, looking at the policies and laws that were fundamental to the 
policy of separate development, and, in particular, at those dealing with language.
Figure 1.1: Map of the provincial boundaries of the Union of South Africa
The Apartheid system was one based upon the notion of ‘separate development’, that is, the 
political and cultural segregation of different groups. For the Apartheid architects, this was first 
based upon race, and then ethnicity (often represented by language). Thus ‘Whites’ and ‘non­
Whites’ were kept separate, and were to have their own educational, political (to a degree) and 
cultural institutions. Thus, different groups of those oppressed by Apartheid were separated into 
distinct categories, as were English and Afrikaans speakers of European descent, though not to the 
same extent (Baines 1998). The European notion of White superiority over the ‘uncivilised’ 
Africans, and their subsequent ‘responsibility’ to look after and govern the African and other 
populations perpetuated an ideology of inferiority regarding African languages and their cultures.
This also served to extend the control of the mind sought by the White minority rulers over the
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disadvantaged (particularity African) populations (Ngugi 1994). English and Afrikaans were the 
only official languages of the Republic and were used together in all official functions, all signage 
and official documentation. Thus knowing one, or both, of these languages was imperative for a 
‘non-White’ South African if they wished to engage in any way with the formal economy, or even 
institutionalised or mainstream politics. The role of language in segregating the country, and the 
effect of the bilingual policies, which are examined in more detail in section 2.2.2.1, was strongly 
seen in the education sector. This is of particular relevance to my study, since it is school-based. 
The policies of Bantu education and language in education policy (LiEP) in general are discussed 
in 2.2.2.1.
Under Apartheid’s policy of separate development, the regional hegemony of the main African 
languages was entrenched and used ideologically to construct ‘different nations’ within the 
Republic. This policy, which promoted societal multilingualism in its insistence on citizens 
studying both English and Afrikaans, as well as its official bilingual policy mentioned earlier, was 
done in order to give an appearance of ‘empowerment’ and self-determination on the part of the 
oppressed peoples, instead of a direct statement of oppression and the enforcement of a national 
language (Broom 2004:507). In doing this the Apartheid government was able to use a ‘divide and 
rule’ strategy in separating different ethnicities. The effect of this policy on the indigenous African 
languages was disempowerment -  the languages became associated with social and economic 
disadvantage and oppression (Broom 2004: 507). This is discussed further in section 2.2.3, when 
reviewing the lasting effects of Apartheid upon the new South Africa. Thus ideologies promoting 
the superiority of the European languages and cultures in South Africa were promoted and bolstered 
by the creation of homelands in line with traditional ethnic strongholds. A brief review of the 
creation and significance of the homelands now follows.
In 1951 the Bantu Authorities Act created the ten ‘Bantustans’ or homelands. These homelands,
followed on from the Group Areas Act (1950) in which different areas were designated for different
race groups, resulting in a massive relocation of all races. The creation of the Bantustans went much
further than mere area designation in a city, and set apart areas in South Africa (only 13 % of the
country’s landmass) that were to be autonomous homelands for each of the major Black African
ethnic groups. The end goal was for the Bantustans to become independent states, with those living
there losing South African citizenship. The relevant Bantu language in each homeland was given
co-official status with English and Afrikaans in the homeland, the effect of which is related below.
KwaZulu, the homeland that was designated for the Zulu nation, was a fragmented homeland
spread in often isolated areas throughout the then province of Natal. The borders of the present
province of KZN include both of these areas (Natal and Kwa-Zulu) and is the site of my research.
Due to this arrangement, the nine main Bantu languages (Zulu, Xhosa, Ndebele, Swazi, Venda,
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Sotho, Northern Sotho, Tswana, Tsonga) had to be codified (to a degree) in order to be used to a 
certain extent in education and official functions. The effect of these languages being used by the 
Apartheid government as part of the enforcing of separate development was emphasised when, in 
drawing up the new constitution, policy makers had to decide which languages were to be 
considered official, as are discussed in section 2.2.3.
The use of these African languages in education was exacerbated by the poor quality of and support 
for Apartheid era education for the oppressed groups, which is discussed in section 2.2.2.1. All of 
this meant that the use of African languages in schooling was distrusted and viewed negatively. It 
also resulted in English garnering support as the only language suitable for education. As Bekker 
explains (2003: 75), “The experience of Bantu education as a divisive force and the associations 
created between the use of the L1 and the goals of Bantu education, have however been 
instrumental in producing a residual perception of English as a language of unity and the use of the 
mother-tongues (in general and in the domain of education) as a possible source of division”. The 
impact of these attitudes and perceptions on the current education system and apparent mismatch 
between language policy and practice in modern South Africa is addressed in section 2.2.3.
When considering politics under Apartheid, attention should be paid to the mechanisms used by 
the groups seen to be at the forefront of opposing Apartheid, as well as the characteristics of the 
individuals spearheading these movements. Focus will be given here to the linguistic choices -  
particularly the role played by English in the anti-Apartheid movement, as it has great bearing on 
my thesis. Parties such as the African National Congress (ANC), South African Indian Congress 
and the South African Congress of Democrats (to name a few) used English as the language in 
which they resisted Apartheid, and appealed for international boycotts. English suited this purpose 
as it was seen to be a language that avoided racial and ethnic divisions, and it was a language of 
power internationally. The support of various countries internationally was needed to pressurise 
the government into ending Apartheid, and English, given its global status, was the language in 
which this support was garnered. The use of English by anti-Apartheid campaigners was also due 
to the fact that many were educated men and women (doctors, lawyers, teachers), who had received 
tertiary education, which was not the norm at the time. Their education, as mentioned in section 
2.2.1, was, in many cases, begun in English mission schools and colleges. Others, such as Nelson 
Mandela and Oliver Tambo attended the English medium University of Fort Hare in the Eastern 
Cape. Furthermore, English’s role as the ‘antithesis’ to Afrikaans, as Afrikaner nationalism had set 
Afrikaans up in opposition to English through the taalstryd, (which is explored further in the 
following section) meant that English had gathered positive ideological associations for those 
disadvantaged by Apartheid.
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2.2.3.1 Language in education policy
This section of the chapter focuses on the Language in Education Policy (LiEP) in the Apartheid 
years of South Africa. The "(effects of language policy in the past have massive continuity in the 
present in how they construct particular views of language" (Pennycook 2000: 3). As such, the 
Apartheid era education policies are fundamental to understanding the language attitudes and 
identity of the participants in this study, as education was fundamental to the goals of the Apartheid 
system. Furthermore, Research Question 4 calls for a consideration of what implications the results 
of this thesis have on Language in Education Policy (LiEP) in South Africa.
It is in the area of education that some of the most enduring ideologies of Apartheid exist, as 
education plays a fundamental role in the construction and maintenance of language ideologies 
(Johnson 1982). The Apartheid government supported bilingual policies -  but only 
English/Afrikaans bilingualism (Martin 1997). Education was also seen, as mentioned before, as 
an important battleground in the taalstryd (language struggle) with English, as the National Party 
sought to eradicate the influence of English in the country (Banda 2000). Thus the divisive 
ideologies of Apartheid education were not only focused on the children of the oppressed groups. 
The ideologies of Christian National Education (CNE) and the Afrikaners’ protection of their taal 
(language) and volk (people) meant that mother-tongue education was enforced within the republic.
Christian National Education has its roots in the fears of the Dutch-speaking settlers, after defeat
by the British in the Anglo-Boer war. They feared that with the loss of the Republics and rule by
the British, the policy of anglicisation would cause them to lose their language and nationality, and
so lose their distinct identity as a volk (MacMillan 1967). To counter this “[p]rivate Christian
National schools were therefore set up in opposition to the state schools” (MacMillan 1967: 43).
These schools insisted on Dutch MOI, Christian educators and included parental influence in the
running of the school (MacMillan 1967). The form of CNE strengthened over the years, and found
a place at the centre of Afrikanerdom. It became fundamental to the cause of Afrikaans nationalism
and became “the orthodox Afrikaner's interpretation of the Calvinist theory of education”
(MacMillan 1967: 45), and served to carve out a separate, God-ordained culture and society for the
Afrikaans people. The Christian National Education Manifesto of 1948, with its principle tenet of
“the separate cultural identity of each section of South Africa's plural society” (Lavin 1965) (i.e.
separate development) underpinned the National Party’s education policies once they gained power
that year. Due to the belief that each race group had a God-ordained role in society, CNE paved the
way for education to be used to enforce this separate determination for the races, as different roles
called for different levels of education. Unfortunately for the disadvantaged race groups, CNE
advocated that White people were superior to Black people, and were thus also to be ‘in charge’ of
the Christianisation, education and governing of these inferior peoples (Msila 2006). This also
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resulted in Afrikaans and English learners being educated separately (Lavin 1965). Learners were 
taught all their subjects in their mother-tongue, with their First Additional Language (FAL) being 
the other official language. Due to this feature of segregation, education policies under Apartheid 
were not only destructive to Black students, though the situation was naturally much worse for 
Black students, as will be explained in what follows.
The education policies detrimentally affected White students by forcing social division and 
segregation between English and Afrikaans students in the pursuit of total separate development 
and self-determination for the Afrikaans people (Lavin 1965, Msila 2007). However, the situation 
was stacked against the children of the disadvantaged groups. Education for ‘non-White’ students 
was systematically underfunded and of poorer quality (Martin 1997: 130). As mentioned before, 
English and Afrikaans White children were usually educated separately, however, both groups 
received a high standard of education. Thus damage was done to children of all races on an 
ideological level, in terms of personal and national identity, and a sense of social cohesion. 
However, the impact on children of oppressed groups was material as well as psychological. The 
Bantu Education Act of 1953 started with the implementation of Bantu Education in 1955, followed 
by Coloured and Indian education in 1964 and 1962 respectively (Soudien 2002). With this Act, 
the process of controlling the population through education -  something employed often informally 
in the colonial era -  was institutionalised. Language was vital to this process, as under Apartheid 
the LiEP (CNE) education was designed to educate the masses to be a cheap, ‘docile’ workforce 
and construct certain identities for the different race groups (Msila 2007). Furthermore, it was 
designed to prohibit upward mobility of the Black masses (Abdi 2003, Soudien 2002) by restricting 
access to education in the official languages. How this was achieved is discussed below.
The choice and implementation of Medium of Instruction (MOI) in schools for the learners in the
oppressed groups has an effect on the ideological rise of English as the language of liberation and
unity under Apartheid. This is discussed in section 2.2.3. For the black African child, mother-
tongue education was to take place until Grade 5 (with poor language teaching in the official
languages as subjects), with English or Afrikaans taking over completely as medium of instruction
thereafter (Soudien 2002). In 1974 the Afrikaans medium decree made it compulsory for Afrikaans
to be used to the same extent as English at all ‘native’ schools (i.e. schools attended by those
classified as ‘non-White’ children). These schools had previously used English as their medium of
instruction due to the association between Afrikaans and Apartheid. The sole use of English and
the absence of Afrikaans was an untenable situation for the National Party Government. The equal
use of the two languages as the Languages of Teaching and Learning (LOTL) was to be
implemented from Standard 5 (Grade 7), the start of the ‘Secondary school’ phase (Hlongwane
2007). This meant that the LOTL kept changing throughout a child’s education. This move proved
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unpopular, and resulted  in the 1976 Sow eto uprisings w here learners in Sow eto, Johannesburg, 
w ent on strike and m arched against the forced use o f  A frikaans as a language o f  teaching, 
culm inating w ith the events o f  16 June 1976, nam ely, the clashes betw een  school children and 
police. These uprisings resulted  in over 60 fatalities (H longw ane 2007, B anda  2013). The policy 
o f  the A frikaans m edium  decree w as ended by the 1979 E ducation A ct (Broom , 2004). Thus by 
trying to  extend the use and functions o f  A frikaans, the A partheid  governm ent succeeded in 
pushing the m asses tow ards em bracing English, and set it up in an ideologically  strong position  
w ithin the country (i.e. as that o f  the language o f  liberation). This position  w as only further 
strengthened by E n g lish ’s global stature.
A side from  all o f  this, B antu  education w as p lagued by a lack o f  experienced or sufficiently  trained  
teachers, as, due to  separate developm ent and the group areas act, W hite teachers could no t teach 
at B lack schools. Thus B lack learners learnt E nglish  from  teachers who them selves w ere not 
m other-tongue English  speakers. As a result, their E nglish  acquisition w as im perfect as the teachers 
them selves w ere products o f  a system  that did no t provide for adequate English acquisition. This 
served partly  to the attem pt to further the role, influence and status o f  A frikaans over English. 
U nder A partheid  the tw o biggest com plaints against the B an tu  E ducation system  could  be seen to 
be that, firstly, it used m other-tongue education to  prevent b lack A fricans from  progressing and 
achieving in education (and so im proving their lot), and secondly, that it p reven ted  black A fricans 
from  sufficiently acquiring E nglish  -  the language seen as the route to freedom  and advancem ent. 
B y the tim e A partheid  officially  ended in  1994, there w as a situation in  the education system  with 
advanced curriculum s in E nglish  and A frikaans, and w eak, stigm atised education in the nine m ain 
B an tu  languages, coupled w ith  an association w ith E nglish  as the desirable m edium  o f  instruction. 
Thus A partheid  had  successfully  constructed  an ideological distrust o f  B an tu  languages as suitable 
languages for learning. It had  also assisted (unintentionally) in positioning E nglish  as the language 
o f  liberation, unity and the route to m odernisation in the m inds o f  the m ajority o f  South Africans.
2.2.4 Post-Apartheid South Africa
The shift in th is section is to the post-A partheid  years and the m acro and m icro ideologies that have 
influenced the developm ent o f  the ‘R ainbow  N ation ’. F irst, I look at the political atm osphere in  the 
years im m ediately post-A partheid  (2.2.4.1), fo llow ed by a breakdow n o f  language policies w hose 
im plications are o f  relevance to the research questions o f  th is thesis (2.2.4.2). Lastly, I deal w ith 
the apparent m ism atch betw een the policies m entioned and the linguistic and educational practices 
o f  m odern day South Africa. L ooking at the ideologies and political and policy developm ents in 
th is era  is particularly  im portant w hen doing a study on participants such as the ones in th is study, 
as they w ere born  at the beginning o f  th is transition  era. A s such, they have grow n up w ith the
ideologies and issues reflected  in th is section as their im m ediate social environm ents, w hich will
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have had an impact on their ideologies, and issues of group membership. These considerations are 
of course important when answering research questions 1 and 2. This section also provides a social 
and ideological backdrop to my investigation into the presence of a monolingual mindset, and any 
particulars of this situation will have a bearing on answering research question 3.
2.2.4.1 The political atmosphere post 1994
This section reviews the socio-political atmosphere in South Africa in the era immediately pre and 
post 1994. By the time the first democratic elections were held in April 1994, South Africa had 
been in a state of emergency and high tension for decades. The society experienced both interracial, 
and intra-racial tension and thus very delicate hands were needed to navigate the process of off­
setting the effects of the Apartheid state. This navigation was spearheaded by President Nelson 
Mandela, amongst many others. There was an obvious need to redress the injustices of Apartheid, 
yet there was much fear of reprisals from both the extreme right and left political wings. The new 
political leaders fostered the ideal of forgiveness and Ubuntu, coupled with that of the notion of 
Rainbow Nation.
The concept of Ubuntu is an Nguni, Bantu term that can be roughly summarised as "human 
kindness". The term ‘Rainbow Nation’ was coined by Archbishop Desmond Tutu in 1994 and 
embraces the concept of South Africa belonging to all her citizens. This ideology promoted the 
acceptance of others and their cultures (and so languages). This acceptance, it was hoped, (along 
with the work of the Truth and Reconciliation Commission (TRC) in bringing the truth behind 
Apartheid era crimes perpetuated by the establishment to light) would lead to healing and to a sense 
of unity in a country that has many different cultures. On both sides of the race line, not all members 
found this appealing. During the 1990s when negotiations for the new nation were underway, not 
all of the Black majority wanted the White ‘settlers’ to have a place in their new country (Bond 
2006), and not all of the former beneficiaries of Apartheid thought that the previous regime was 
wrong, or that it had anything to be forgiven for. Likewise, many felt that efforts to increase African 
and other participation and ownership in the economy were not entirely justified or fair.
With all of this simmering tension, the need for unity -  and a new sense of national identity - was
paramount. The intricacies of the construction of national identity in South Africa are discussed
further in section 2.4.2. English was seen to be a neutral tool to achieving the aim of unity in
diversity in society, as well as for achieving personal advancement by those previously
disadvantaged by the Apartheid state. There were a few reasons for this, largely stemming from the
role English had played in the struggle against minority rule, as well as its opposing relationship
with Afrikaans, and its role as an international language (Silva 1998, Banda 2013). These are
addressed in section 2.2.3.3 which deals with the apparent mismatch between language policy and
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practice in m odern South Africa. The section below  reports on w hat language policy decisions w ere 
m ade and im plem ented in the years post-1994 in order to counter the policies o f  A partheid  and to 
foster a new , inclusive and ‘h ea ling ’ linguistic dispensation in South Africa.
2.2.4.2 Language policy
It is necessary  to rev iew  the policy changes m ade under the n ew  dem ocratic dispensation in  order 
to  gather insight into w hat policy issues m ay be underpinning in  the creation o f  the attitudes held  
by the M ES in th is study. A fter the first dem ocratic elections in  1994, the policy m akers were 
tasked  w ith creating a n ew  constitution. A s m entioned in section 1.2.1, w hen the constitution was 
finalised  in 1996 it w as said  to be one o f  the m ost dem ocratic, enlightened and ‘uniquely 
progressive’ constitutions, especially in  term s o f  its language policy, in  the w orld  (C hisanga 2002, 
N gugi 2003, Perry 2004, N dhlovu  2008). The language fram ew ork created is one that em braces 
m ulticulturalism  and p lurilingualism  at both  individual and societal levels (K am w endo 2006). It 
appears to place the policies o f  the n ew  South A frica at odds w ith the prom otion o f  a m onolingual 
m indset (see section 2.3.2) and attem pts to resist the previous status quo o f  official E nglish  and 
A frikaans bilingualism  only. A s is to be expected o f  a docum ent draw n up in  the euphoria o f  the 
n ew  era in South A frica’s life, C hapter 1, Section 6, o f  the 1996 C onstitution o f  South A frica (w hich 
deals specifically w ith the languages o f  the country, see A ppendix  7) is dom inated by idealism  and 
an em bracing o f  diversity (R idge 2004). As R idge (2004: 200) states, “Idealist discourse is 
dom inant in the language sections, m aking them  less readily im plem entable than  they m ight have 
been, bu t som e parts are carefully crafted w ith practical im plications in mind. All in all, the 
intentions are generous, and scope is p rovided for som e bold  and innovative th ink ing” . The 
observation that they are no t im m ediately im plem entable is im portant, as the follow ing 20 years 
have been  fraught w ith repeated calls to have practical applications o f  the language clause in 
schools (H eugh 1999, 2009).
The very liberal language rights fram ew ork m akes provision for eleven official languages -  a 
com prom ise betw een econom ic and political sense, and a m eans to  correct the linguistic injustices 
o f  the past. H ow ever, the previous official languages o f  E nglish  and A frikaans are m aintained 
(English w as very clearly favoured by  the new  governm ent and policy m akers over A frikaans 
(M esthrie 2006)), and the n ine B antu  languages o f  the hom elands, nam ely Zulu, X hosa, N debele, 
Swati, Sotho, Pedi, V enda, Tsw ana, Tsonga, are prom oted to official status. Together, these 
languages account for the first languages o f  98%  o f  the country’s population (D epartm ent o f  Arts 
and C ulture 2003b).
In  order to ensure the enforcem ent o f  the provisions o f  section 6 o f  the constitution, it contained
the provision for the creation o f  the Pan South A frican L anguage B oard  (PA N SA LB). This board
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w as set up to be a ‘linguistic w atchdog’, tasked  w ith ensuring that the provisions o f  the constitution 
regarding the developm ent, p rom otion and respect o f  the different languages, are upheld  in practice. 
It is a jud ic ia l body called  to arbitrate on cases concerning language issues. It is called upon, further, 
“to provide the recognition, im plem entation and furtherance o f  m ultilingualism  in the R epublic o f  
South A frica” (PA N SA LB A ct 1995). In its earliest days, it w as deem ed to be a “toothless w atch 
dog” (Perry 2004) as, w hile it is ju ris tic  in nature, it did no t have the pow er to enforce any o f  its 
decisions.
Thus the constitution tasked w ith being the guiding light to the fledgling nation is one that is 
progressive and prom otes p lurilingualism  in the population. H ow ever, w hen it com es to 
im plem enting these provisions, South A frica appears to have fallen short as the influence o f  E nglish  
spreads, w hile A frican languages rem ain  com m unity or hom e languages (to be d iscussed in section 
2.2.3.3). This increasing hegem ony o f  E nglish  can be seen in the attitudes and assum ptions o f  the 
M E Ses in m y study as they labour under the b e lie f  th at E nglish  is understood to a degree by South 
A fricans, and see no need  to  learn another A frican language (see chapters 4 and 5).
The N ational L anguage Policy F ram ew ork (2003a), and its follow ing Im plem entation P lan (2003b) 
w ere a b lueprin t for ho w  to im plem ent the provisions in Section 6 o f  the constitution, and aim ed to 
“bind(s) all governm ent structures to  a m ultilingual m ode o f  operation” (M esthrie 2006: 153). 
P reviously the n ew  governm ent had  no clearly defined and coherent language policy  incorporating 
the use o f  the A frican languages at a national, institu tionalised  level. As such the linguistic diversity 
o f  South A frica w as no t being  utilised. This led  to a continuance o f  the use o f  E nglish  and A frikaans 
in the upper and m ore form al dom ains o f  the n ew  South A frican society (D epartm ent o f  A rts and 
Culture 2003 a: 5). Thus the N ational L anguage Policy  F ram ew ork (NFLP) took, “cognisance o f  
the fact that the value o f  our languages is largely determ ined by their econom ic, social and political 
usage” (2003 a: 5) and that w hen a language is no t seen to be o f  benefit to  an individual or group in 
these areas, there will be a loss o f  status (D epartm ent o f  A rts and C ulture 2003a: 3) as there is a 
loss o f  prestige, w hich can affect m otivation to acquire or m aintain the language.
A longside the constitution and the N LF, the L anguage in E ducation Policies (LiEP) w ere am ended
to reflect the will o f  the new  nation, and to  counter the linguistic ideologies o f  the previous eras.
E ducation is an institu tion that can both  reinforce the status quo and socialise children into the m ain
ideologies o f  their society, or it can challenge them  and be a catalyst for social and ideological
change (Pennycook 2001, M sila  2007). Post 1994 there w ere various policies and acts passed  to
try and encourage a m other-tongue-based education schem e (Edw ards 2011), as w ell as to prom ote
m ultilingualism . The South A frican Schools A ct o f  1996 (A ct 84 o f  1996) w as the first step away
from  the o ld A partheid  era schooling system , and am ongst o ther things, it lays out the language
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policy for public schools. It does not lay down any specific language policy, however it provided 
the Minister of Education with the power to decide the norms and standards concerning language 
at public schools, and allowed governing bodies to determine the specific language policies of their 
schools -  subject to the Constitution and the Act (Act 84 of 1996 (Ch 2 (SS 6 (1)). This is important 
to note as it is possible to see that a Minister of Education charged with fostering multilingualism 
may be at odds with a monolingual English-speaking governing body at a former Whites-only 
government, or private school in Durban. This would be especially relevant for Private schools, as 
they are self-governing. This act provided a first, positive step towards implementing policy that 
would aim to change the ideological effect of Apartheid era schooling, through an encouragement 
of plurilingualism and mother-tongue education. This act was followed by the Language in 
Education Policy of 1997, which, to quote from it, “stresses multilingualism as an extension of 
cultural diversity and an integral part of building a non-racial South Africa. The underlying 
principle is to retain the learner’s home language for learning and teaching, but to encourage 
learners to acquire additional languages as well” (Department of Arts and Culture 2003: 8). It thus 
had as its focus the facilitation of additive bilingualism in South African schools.
A series of curricula have been implemented over the years in an attempt to refine the education
system’s response to redressing the challenges presented by the ramifications of Apartheid era
LiEP. The first main curriculum statement dealing with the democratic era was Curriculum 2005,
implemented in 1997. It introduced Outcomes Based Education (OBE) as the “pedagogical route
out of Apartheid education” (Chisholm 2003: 3). While much support was shown for a curriculum
that focused on a non-prescriptive approach to teaching and learning (unlike the Apartheid era
CNE), there were many issues with its implementation. This meant that a revision of the curriculum
to assist in providing the new curriculum with the necessary momentum was called for. The
Revised National Curriculum Statement (RNCS) of 2001 that became policy in 2002 was the result
of the aforementioned revision process. There was a strong promotion in it for what is termed
‘mother-tongue-based bilingual education’ (Alexander 2003 in Edwards et al 2011), in that it
claims to encourage, “amongst all learners an awareness and understanding of the rich diversity of
cultures, beliefs and world views within which the unity of South Africa is manifested”
(Department of Basic Education 2002). The statement stresses the importance that all learners
acquire a high level of proficiency in at least two languages, and a communicative ability in others,
especially while developing their mother-tongue (Department of Education 2002). This is a
curriculum statement that shows a theoretical commitment to plurilingualism and to promoting
national unity. However, the allowance for learning any two official languages (including the
mother-tongue) left the door open for mother-tongue English speakers to retain Afrikaans as their
first additional language and so maintain the status quo. This has been the choice of English
children in KZN since 1994, bolstered by the fact that Apartheid Education had provided Afrikaans
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w ith a w ell-developed curriculum  and m aterial for acquiring A frikaans as a FAL. Such provision 
w as superior to  that for A frica languages. Thus, the acquisition o f  A frikaans as FA L w as already 
entrenched in  the E nglish  speaking population, post-A partheid, and the lack o f  instrum ental or 
integrative m otivation to learn Z ulu  has im peded  its developm ent as a genuine option as a FAL.
In  Septem ber 2011 the C urriculum  and A ssessm ent Policy  S tatem ent (know n as CAPS), a policy 
statem ent to  am end the R evised  N ational C urriculum  Statem ent (RN CS), w as approved as national 
policy. CA PS w as in troduced  increm entally  from  2012 to  2014 (D epartm ent o f  B asic Education 
2011). In  particular, th is curriculum  contained im plications for the issue o f  language teaching. In 
essence, the provisions o f  the CA PS curriculum  m eant that during the m ost critical language 
learning phase -  w hen it w ould be easiest for children to acquire functional use o f  a FA L -  there is 
very  little provision for it. W here the M ES in m y study is concerned, parents who are unable to 
provide any support for their children in Z ulu  will see their children struggling to do Z ulu  in grades 
4-7. A s a result, they w ould  feasibly encourage them  to take A frikaans as it w ill be less detrim ental 
to  their m arks, as, w ith  Z ulu  being  the m ore ‘d ifficult’ and less fam iliar option, it is likely that they 
will struggle m ore to get good m arks in the subject, affecting their academ ic perform ance at the 
end o f  the year, w ith  im plications for averages and, eventually, university  entrance. There is little 
to  no real environm ental support for E nglish  speakers to  acquire an A frican language in  D urban, 
due to the continuing effects o f  separate developm ent and E n g lish ’s priv ileged role, som ething 
w hich cam e out strongly in m y interview s. Furtherm ore, CA PS includes the directive that children 
m ust choose only one language other than  their M O I to study. This choice will now  be m ade at the 
beginning o f  G rade 4, rather than at the end o f  Grade 6, as had  been the previous policy. In  2013 
the D epartm ent o f  B asic  E ducation am ended the language policy  further, m aking it com pulsory to 
take a third, A frican language from  G rade 1.
2.2.4.3 Policy versus practice mismatch
From  the above one can see that constitutionally  and in term s o f  language policies, the m indset o f
post-A partheid  South A frica is one o f  em bracing p lurilingualism  (G ough 1999). There is also
prom inence given to the developm ent o f  the A frican languages and m other-tongue education.
H ow ever, there seem s to be a m ism atch betw een the abstract and conceptual desires o f  those in
charge o f  policy  reform , and the linguistic practices o f  the general population in South Africa.
Specifically, there seem s to be a problem  w ith  successful im plem entation o f  the language policies,
“a lack o f  political w ill on the part o f  the current governm ent to  have our progressive language
policy w ork” (A lexander 2003). In fact, H eugh (2009: 99) has draw n attention to the fact that
theorists, “have show n -  th rough discussion o f  hegem ony and habitus -  that changes o f  policy are
seldom  accom panied by corresponding changes in practice.” W hat m akes the South A frican case
peculiar is that a change o f  practice has been  effected -  how ever it is a change contrary to the aim s
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o f  the policy. T hrough lack o f  im plem entation o f  policy, E nglish  has gained currency and prestige 
due to its socio-econom ic and socio-cultural positioning (H eugh 2009). The section to  fo llow  looks 
at w hat m ay be causing th is m ism atch.
W hen South A frica em erged from  A partheid, it did no t have the typical pow er relations o f  a p o s t­
colonial country (S ilva 1998, Abdi 2003). In  1948, though SA w ent from  being  a colony to a 
R epublic, the oppression o f  the indigenous peoples (usually ‘liberated’ upon colonial w ithdraw al) 
did no t end. It is th is second oppressive force that can be seen to have led  (in part) to  the dom inant 
position  o f  E nglish  in South A frican today, as com pared to its perception in o ther post-colonial 
countries. S ilva (1998: 4) highlights the effect o f  A partheid  on South A frica’s linguistic situation 
w hen she states, “W hereas in o ther post-colonial societies E nglish  has often been  view ed as an 
interloper, im posed from  outside and thus politically  suspect, in South A frican society A frikaans 
shielded SAE [South A frican English] from  this stigm a in the period  1948-94” . Thus, due to the 
role E nglish  p layed under A partheid, as well as the dam age done to the use o f  the A frican  languages 
in official functions, English  has gained an unprecedented position  in the ‘n ew ’ South Africa.
A ccording to Census 2011, only 9.6%  o f  the population speak E nglish  as a hom e language. It is 
only the 4th largest language in the country, w ith the  larger three languages all having far greater 
num bers o f  speakers, as one can see from  the statistics in A ppendix  2. D espite the small num ber o f  
m other-tongue speakers, around 60 %  o f  the population claim  a level o f  p roficiency in English 
(R idge 2004). In contrast, the m ajority o f  South A fricans, alm ost 80%  o f  the population, use an 
A frican language as their hom e language” (B eukes 2004). H ow ever, despite this, E nglish  today, is 
seen as the language in w hich South A frica functions. Speakers o f  the other m inoritised  languages 
are generally  expected to be able to com m unicate in E nglish  w hen engaging in any com m unication 
w ith the w ider society or in any official situation. H ow ever, in opposition  to  this claim  is a fact 
reflected  in  the N L FP Im plem entation plan  that “a national sociolinguistic survey com m issioned 
by PA N SA LB  in 2000 show s that m ore than 40%  o f  the people in South A frica often do not 
understand w hat is being com m unicated in E nglish” (D epartm ent o f  A rts and Culture 2003: 1.5, 
p.10). Studies on m onolingualism  to date focus on the m onolingual language use o f  the m iddle to 
upper incom e groups, a variable that I m aintain  in m y study. A s indicated  above, E nglish  is far 
from  being  a m ajority language in num erical term s, so will be called the ‘dom inant’ language.
The elevated status o f  E nglish  as the language o f  unity and progress at the end o f  A partheid  has led 
to  it gaining control o f  m any spheres o f  life in m odern South Africa, especially in the h igher 
institutions o f  education, the econom y and politics (Silva 1998, R udw ick 2004, K am w angam alu 
2001; 2003; 2007, H eugh 2009). As one o f  the tw o form er official languages and the one with
positive connotations to it (K am w angam alu 2007), it has becom e the preferred  linguistic option.
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As Phaswana (In Kamwangamalu 2007: 268) states, “it is convenient, it is easy and it is cheap; it 
is a lingua franca”. As introduced briefly in 1.2.1 English is the language commanding the greatest 
market value and so endows those who speak it with more linguistic capital than speakers of other 
languages (Bourdieu 1991). When a linguistic exchange occurs, particularly in a formal or cross 
linguistic setting (with English and another language) speakers with access to English usually hold 
the most symbolic power, and thus benefit from the power and status accorded to the language. 
This concept of the “linguistic market place” (Bourdieu 1991) is an important concept when 
investigating the issue of monolingual English speakers in a multilingual society. The greater the 
competence of the speaker, the more favourable the market is towards them (Bourdieu 1991), and 
as such, people viewed as mother-tongue (first language) speakers of English will logically be in a 
very strong position. Proficiency in English also affords greater success in education in South 
Africa (Taylor & Coetzee 2013). Proficiency in English also appears to offer direct benefits in the 
labour market itself (Casale & Posel 2011). For Black South Africans, there is a significant wage 
benefit associated with being literate and fluent in English (Casale & Posel 2011). All of the above 
factors taken together increase the attractiveness of English as a form of human capital. Thus, due 
to the current linguistic marketplace in South Africa, mother-tongue speakers of English do not 
need to speak another language in order to succeed, or to hold power (be it economic or social). 
The hegemonic role of English in the country almost ensures their monolingual status.
The use of English by the ‘Black elite’ and ‘Black middle class’ and its strengthened position as 
the sole language suitable for use in the formal functions of society has led many South Africans 
to warn against "a policy of de facto monolingualism, promoting English as the only language of 
power for use in high status functions, (which) excludes the vast majority of the 'common people' 
from important decision making" (Alexander 2002: 92), a feature of modern societies noted by 
Tollefson (1991). While there are calls for the genuine promotion and development of the African 
languages in modern South Africa, these come mainly for the educated elite, not the rural 
communities (Ridge 2000). These individuals, through their education, already have access to 
English, and will be plurilingual with at least one African language and English. While the calls 
are made for the benefit of the rural communities, and with their economic benefit in mind, these 
communities are still, for the most part, labouring under the effects of the Apartheid language 
policies which, as already illustrated, resulted in suspicion towards the use of African languages in 
education and formal domain, and a veneration of English (McDermott, L 1998, Bekker 2003, 
Kamwangamalu 2003, Banda 2013).
In promoting mother-tongue education, the new policies ignore the attitudes and beliefs of the
majority of those worst affected by Apartheid. In contrast to the multilingual and mother-tongue
education promoted by the language policies, African students (and their parents) want English
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m edium  education (B arkhuizen 2002, B anda 2013). The A frican languages for the m ost part were 
-  and still are -  seen as ‘cu ltu ral’ languages and languages for the private dom ain o f  hom e and 
com m unity. They are no t seen to be languages that are suitable for use in the dom ains previously 
reserved for E nglish  and A frikaans, nam ely education, politics, and the running o f  the econom y 
(de K lerk  2000). Thus, w hile they had  served official functions in  the hom elands, they w ere not 
seen as v iable as the m ain m eans for com m unication w ith  the rest o f  the w orld, and even betw een 
different ethnicities w ithin South Africa. Further to  th is is the negative association they have gained 
in relation to official functions by being  used in the B antustans, as m entioned earlier in section 
2.2.2. D ue to  this they w ere seen to be tools o f  oppression i f  used for governance (B room  2004). 
English, because it is the ‘international lingua franca’, w as seen to be the only appropriate avenue 
to  international success.
Further to the problem  o f  the perception  o f  the use o f  the A frican  languages, are the apparent 
‘loopho les’ for avoiding a need  to im plem ent a language other than  E nglish  or A frikaans in  som e 
o f  the provisions in the constitution. T here w ere also m any concessions given by the new  ruling 
party  in order to  ensure a peaceful transition  to  dem ocracy. Section 6, N um ber 3 (a & b) o f  the 
C onstitution provide for the language usage at the N ational G overnm ent level. T hese sections state 
that any tw o official languages m ay be used “taking into account usage, practicality, expense, 
regional circum stances” (Constitution 1996). This m eant that in the first years post-A partheid , there 
w as very little effort and m om entum  put into getting the A frican languages into a position  w here 
they could  be used in all spheres o f  the national governm ent. Continuing to use E nglish  and 
A frikaans fu lfilled  the provision, and was definitely the m ost inexpensive and feasible option. This 
has allow ed the position  o f  English  to consolidate and for its influence w ithin the country to 
increase, as the fortunes o f  A frikaans -  at least in  official spheres -  have w aned (H eugh 2009). In 
the arena o f  education, lack o f  finance and constraints on qualified  and proficient s ta ff (specifically  
teachers) have m eant that the im plem entation o f  the provisions o f  the language in education policies 
is alm ost im possible, and so the status quo from  A partheid  has, for the m ost part, continued. W hile 
the A partheid  education system  is to blam e for m any o f  our p resen t educational w oes (Johnson 
1982), so are the current governm ent and society for no t changing attitudes tow ards education, 
especially language education (H eugh 2002).
In  allow ing E nglish-m edium  education to becom e the standard, expected and desired  form  o f
education, the A N C governm ent has fallen into the trap w arned  against by Joe Slovo (A lexander
2000). As m entioned  earlier, certain com prom ises w ere m ade in 1993 by those negotiating the way
to the first dem ocratic elections. W hen speaking o f  these, Slovo com m ented that these
com prom ises w ere no t un lim ited  nor given lightly  as, “w e should no t do anything in the short term
that w ould  m ake it im possible for us to attain our long-term  goals” (A lexander 2002: 22). One
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could claim  that this consolidation o f  E nglish  m entioned earlier is a result o f  one such short-term  
policy that could  potentially  be risking the long-term  goal o f  South A frica truly becom ing the 
m ultilingual ‘R ainbow  N ation ’ that it claim s to be. Further, the longer E nglish  M O I continues 
(despite p lum m eting pass rates and standards o f  E ducation), the m ore m oney and tim e is w asted 
that could be spent on developing effective m other-tongue program m es, and w orking to  change the 
perceptions, ideologies and attitudes that are upholding the English  M O I system. A lexander (2002) 
claim s that E nglish  M O I is causing the creation  o f  a ‘m onolingual hab itu s’ in South A frica that 
could becom e difficult to dislodge. The notion o f  the m onolingual habitus is one coined by Gogolin 
(1994), as m entioned  in section 1.2.2, and refers to those who take m onolingualism  as the norm , 
and as natural, and p lurilingualism  as the exception (Edw ards 1994, E llis et al 2010). This is 
d iscussed in greater detail in the fo llow ing section, 2.3, as th is m onolingual habitus is the first o f  3 
overarching perceptions tow ards m onolingualism  that th is thesis investigates (m entioned in 1.2.2). 
Furtherm ore, th is habitus heralds or foreshadow s the phenom enon discussed in 2.3.2 o f  the 
‘m onolingual m indset’, w hich can be seen to underlie and support a m onolingual habitus in a 
country. This m indset m anifests itse lf  in  the national discourse o f  those countries where 
p lurilingualism  is discouraged in the face o f  m onolingualism  in a m ajority  (or dom inant) language 
(often English) (C lyne 2010).
2.3 Monolingualism
In  the fo llow ing section, I look at different factors relating  to the issue o f  m onolingualism . First, in 
2.3.1, I provide an overv iew  o f  w hat research there currently is into m onolingualism . This account 
is broken  dow n into tw o sections. Section 2.3.1.1 provides a w orking definition for the term  
‘m onolingualism ’ used in this thesis. The second part, 2 .3.1.2, looks at the three m ain orientations 
tow ards m onolingualism  found in literature relating to the topic, already in troduced  briefly  in 
section 1.2.2. Section 2.3.2 focuses on the concept o f  a ‘m onolingual m indse t’ (as in troduced  in 
1.2.2), a term  used to refer to attitudes or opinions he ld  by com m unities or societies that v iew  the 
use o f  one language as both  the norm  and as beneficial. This section provides im portant fram ew orks 
w hich im pact upon not only research questions 1 and 2 (see section 1.3), but also on ho w  this study 
is situated in the field  o f  m onolingual research and adds to it.
2.3.1 An overview of research into monolingualism
Fundam ental to th is thesis is the notion o f  the m onolingual. The preceding  section review ed the 
linguistic h istory  and situation in South A frica w ith the aim  o f  illum inating the m acro forces o f  
history and the constitutional environm ent that have shaped the context in w hich m y study is 
conducted. These forces have helped  m ould  the attitudes o f  South A fricans, and particularly , those 
o f  m y participants, tow ards English, A frican languages, m onolingualism  and p lurilingualism  (i.e.
being  bi- or m ultilingual). T he section w hich follow s first provides a w orking definition o f  the term
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monolingual and its application in the site of my study, Durban, in 2.3.1.1. Then, in 2.3.2.1, the 
three general orientations towards monolingualism (Ellis 2006, 2008) are detailed. Section 2.3.2, 
in its turn, explores Clyne’s (2005) concept of the ‘monolingual mindset’ and how this relates to 
the South African situation, again, focusing specifically on Durban.
2.3.1.1 Defining monolingualism
It is important to know what is meant by the term ‘monolingual’ and to set a definition for its use 
in this study in order to be able to ascertain its causes and effects (Ellis 2008), rather than 
interpreting it as ‘the opposite to plurilingualism’. There is no consensus about what the term 
‘monolingual’ entails, especially when it comes to English monolinguals. However, it is generally 
accepted that there is a continuum of bilingualism along which different speakers and situations 
can be placed (Ellis 2006, 2008, Rothman 2008). On one end of this bilingual spectrum are those 
who are barely functionally communicative in more than one language, with those who speak (and 
use) two (or more) languages acquired simultaneously from birth as first language input, on the 
other end. Ellis (2006, 2008), working from the definition that monolinguals are individuals who 
do, “not have access to more than one linguistic code as a means of social communication” (using 
Hamers and Blanc’s 2006 definition of bilingualism as a starting point), posits that monolingualism, 
too, can be seen as a continuum. The monolingual continuum however, ranges from those who 
have absolutely no knowledge of a second language (L2), to those who can use standard greetings 
in an L2, to those who have studied one or more additional language but are not quite able to use 
the languages as a means of social communication (if this were possible, they would be considered 
bilingual). Such a person therefore has a limited linguistic repertoire with which to express 
him/herself (Ellis 2008).
Much of the literature on monolingualism (Clyne 2008, Ellis 2008, Park 2008) originates from, 
and, currently, focuses on; either countries where the focal language is the majority language both 
numerically and in terms of its ‘linguistic capital’ (or power) in the linguistic marketplace, or 
countries where a language such as English has no mother-tongue presence in the country, however 
is used for official or academic purposes. South Africa provides an anachronistic situation (as 
mentioned in 1.2.2) in that English has a small, yet entrenched, mother-tongue population and so 
is not a majority language in numerical terms. Thus an appearance of a monolingual population 
(and a monolingual mindset -  see 2.3.2), in such a multilingual setting as South Africa, would 
provide a new perspective to the study of monolingualism. Many links are highlighted between 
monolingualism and the spread of the English language and the commonly experienced effects 
thereof, such as cultural assimilation and language shift (Phillipson & Skutnabb-Kangas 1996, 
Phillipson 1997, Pennycook 2000, Lee & Norton 2009), and as such this study provides insight 
into these phenomenon (or a resistance to them) in a unique setting.
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Because the FAL (Afrikaans) of the English speakers in KZN is rarely spoken in Durban, these 
individuals (i.e. the MES in this study) would be placed very low down on a scale of bilingualism 
as, without practice (generally after leaving school) due to a lack of instrumental need, the 
individuals’ communicative competence in the language will atrophy. However, this research 
concentrates on how language is used in South Africa. In this thesis I adopt the standpoint that use 
is fundamental to determining monolingual status, and as such this was a deciding characteristic 
when verifying the monolingual status of the participants used in this study. In my questionnaire 
(see Appendix 5) I also included a question that required the participants to self-report on whether 
they considered themselves bilingual and why. The results of this are covered in section 4.2.1.1 
and provide insight into the perceived status of the linguistic repertoire of the MES, from their own 
perspective.
In Durban (and the other provinces) there is a unidirectional bilingualism, generally in the direction 
of English. English speakers do not often use, and are rarely required to use another language. This 
is discussed in more detail in chapter 4. Due to this lack of communicative necessity, along with 
all the factors mentioned in the preceding sections of this chapter, in comparison with non-mother- 
tongue speakers of English in South Africa, MESes are monolingual. In the South African context 
and for the purposes of this study, I will be using the term ‘monolingual’ to refer to an individual 
who does not regularly use a language other than their own native or mother-tongue for 
communication or learning. According to this definition, English speakers for whom English is a 
mother-tongue (i.e. they are not Afrikaans-English or Zulu-English bilingual), and who do not 
regularly employ either the First or Second additional language they learnt at school in contact 
situations, are regarded as functionally monolingual. Because of the specific linguistic landscape 
of Durban and the hegemony of the English language nationwide, it is expected that it is very rarely 
the case that an English speaker in KZN would converge towards another language, resulting in 
them being considered monolingual.
2.3.1.2 Three orientations towards monolingualism
The phenomenon of monolingualism, as I indicated in the section 1.2.2, is generally not considered
by large sections of the world’s population to be unusual, and as such is under-researched (Ellis
2006, 2008). The majority of the world’s population however is multilingual, making
monolingualism a marked case (Ellis 2006, 2008) amongst human societies. Since the development
of modernity and the European notion of ‘the nation state’, the idea of having one language that
unifies a country or signals citizenship and common culture, has grown. Thus in certain instances
monolingual societies have become seen to be the ‘natural state’ of a unified country, whereas a
lack of linguistic harmony signals disunity and conflict (Blommaert & Verschueren, 1998,
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B lom m aert 2006, E llis et al 2010). This is despite the fact that m ost o f  the w orld ’s population  is 
thought to be plurilingual (H am ers & B lanc 2000, E llis 2008) and that, before the days o f  fast travel 
and electronic com m unication, language variability  w as the norm , and p luralism  com m on.
The em phasis in ‘W estern ’ sociolinguistic literature focuses largely on issues surrounding 
bilingualism  and other contact phenom ena such as language education for m inoritised  languages, 
language planning, language shift, language m aintenance and the like. The issue o f  m onolingualism  
is overshadow ed by the global issue o f  the pow erful post-colonial hegem ony o f  English, and as 
such it is rarely addressed directly. This is w hy I feel the  current study is im portant -  there is so 
m uch focus on the ‘p rob lem ’ o f  E nglish  in relation to less pow erful languages, that the fact that 
m onolingualism  is no t the norm  has for a long tim e gone ‘unno ticed’ often because the 
m onolinguals them selves go unnoticed. Thus as the ‘m arked’ phenom enon, m onolingualism  
should be investigated  to  assess its causes and features and effects. E llis, in a foundational entry 
into the m onolingual debate, outlines three perspectives on m onolingualism  (introduced in 1.2.2) 
that can be gained from  the literature surrounding it. It is to these three perspectives that I now  turn.
Firstly, there is the com m only held  v iew  that m onolingualism  is the ‘unm arked’ case: the norm al 
situation that is taken for granted. This was identified  in section 2.2.4.3. as the ‘m onolingual 
hab itu s’ (G ogolin 1994). This perspective claim s that m onolinguals v iew  their situation as natural 
and the spread o f  E nglish  as norm al and desirable. They also feel that speakers o f  o ther languages 
m ust ‘sim ply ad just’ (E llis 2006, R othm an 2008). The second perspective is that, m onolingualism  
is som e sort o f  disability, a lack o f  skills w hich w ould be desirable to  have (Ellis 2006). Thus 
m onolingualism  is a “lim itation o f  cognitive, com m unicative, social and vocational po tential” 
(C lyne 2008: 349). P roponents o f  this view , are (usually) people involved in second or foreign 
language education. They po in t tow ards the benefits (both socially and cognitively) o f  being 
bilingual as som ething that the m onolingual is m issing out on and m ust try to correct. E llis (2006: 
181) states that th is is an ‘encouraging trad ition ’ that does no t set out to condem n m onolinguals. 
H ow ever, others take a harder line tow ards the issue o f  the m onolingual’s lack o f  skills and see it 
as hypocritical that, for instance in  South Africa, m onolinguals enjoy the benefits o f  English, w hile 
passing judgem en t on FA L speakers, ye t lack the “com plex gram m ar system  that m ultilingual 
speakers m ust have acquired” (M cD erm ott 1998: 115).
The th ird  perspective is a very  negative and em otional one -  m onolingualism  is a pathology. The
supporters o f  th is v iew  see E nglish  as a killer language that suffocates and destroys less pow erful,
indigenous languages. To th is school o f  thought, E nglish  (and so those m onolinguals who speak it)
is a virus that infects and kills the languages and cultures it com es into contact w ith, and so
dom inates all others. It is therefore considered dangerous. The concept o f  ‘L inguistic E co logy’ falls
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w ithin th is perspective, and as such equates languages w ith living organism s that can be k illed  in 
‘lingu icide’ (Pennycook 1997). M onolingualism  is also seen to  v iolate the linguistic hum an rights 
o f  m inority  and m inoritised  language groups through assim ilation education into E nglish  or 
w hatever language is dom inant, rather than  plurilingual education. In  th is tradition  there is a section 
o f  the academ ic com m unity that purports that p lurilingualism  is a hum an right for m inority  or 
m inoritised  peoples (Skutnabb K angags & Phillipson 1994). B y association w ith th is pathology, 
those individuals who them selves are m onolingual becom e perceived  as dangerous and as 
harbingers o f  language death due to  their unaccom m odating attitudes. This em otive and ‘hard -line’ 
stance is no t w ithout its detractors. Lucko (2003) w arns against treating languages as living entities, 
and against claim ing that E nglish  rem ains a foreign language in all situations w here it has been 
chosen or is used as a m edium  o f  education. To do th is w ould  be to negate how  E nglish  is 
in ternalised  to som e extent and appropriated by a variety  o f  com m unities other than the South 
A fricans o f  B ritish  (or European) descent (such as the South A frican Ind ian  population). Thus to 
say to these groups that E nglish  is alien and a pathology could  be perceived  as insulting  their chosen 
variety.
2.3.2 The monolingual mindset
M uch research has been  done in A ustralia on the phenom enon o f  bilingualism  and especially its 
p lace w ithin the education system  (C lyne 2005). H ow ever, hand  in  hand  w ith this has com e a focus 
on, or h ighlighting of, the m onolingual status o f  the country and the m ajority  o f  its inhabitants. 
C lyne (2005), a p roponent o f  p lurilingualism  and the values o f  plurilingualism  for individuals, 
especially children, developed the term  ‘the m onolingual m indset’ (as I m entioned earlier in chapter 
1.2.2). A  m onolingual m indset is one in w hich certain attitudes or opinions are held  regarding a 
benefit to  using one language both  personally  and in society. This ‘m indset’ can be held  by 
individuals, com m unities or governm ents, and is, according to  Clyne, com m on particularly  in 
‘m onolingual’ countries or w ith  people from  m onolingual backgrounds.
C lyne (2005: xi) claim s that a persistent m onolingual m indset is, “the greatest im pedim ent to 
recognising, valuing and utilising our language poten tial” . There is no denying that South A frica 
has a huge language potential that has been ham pered by the legacy o f  A partheid. A s show n thus 
far South A frica is a country that em braces p lurilingualism  at a constitutional level. H ow ever, I 
p ropose that we are a nation that holds a m onolingual m indset. This m indset is apparent w hen it 
com es to  education and language policy and p lanning (particularity  the application thereof), and it 
is definitely apparent in m y study o f  D u rban’s M ES (see chapter 4).
O ne o f  the aim s o f  th is study is to add to the field  o f  m onolingualism  through a study o f  the South
A frican M ES population (as per research question 4). Further to this it also seeks to  reveal to  w hat
36
extent South Africa has managed to avoid or encourage a ‘monolingual mindset’ towards English. 
This study focuses on those who would be at the centre of that mindset i.e. those who are 
functionally monolingual speakers of English in what is lauded as a multilingual society. Has the 
environment in Durban in particular, and SA in general (at both a macro and micro level) created 
a peculiar situation whereby a monolingual mindset towards English has flourished or is flourishing 
in a society where English is not a majority language, and there is no illusion of cultural 
homogeneity? In order to investigate this, we must look now at what characterises a monolingual 
mindset.
Clyne (2005) lays out a framework to characterise the features that contribute to, or make up, a 
monolingual mindset. The three overarching categories into which the features of a monolingual 
mindset may fall, have been specified in the previous chapter (see 1.2.2). We now look in closer 
detail at the features, that, if evident the participants of this study, and in the greater social 
consciousness, indicates that South Africa ‘suffers’ from this mindset. The overarching features of 
a monolingual mindset are as follows, with extracts from my data to exemplify (Clyne 2005: 348):
1. Regarding monolingualism as the norm and plurilingualism as exceptional, deviant, 
unnecessary, dangerous or undesirable.
Eg: (Q2:F7:1-2) ‘the majority of the people now know English as first language’
Eg: (Q5:F4:12) ‘I think it's very admirable when someone can speak more than one language’
2. Not understanding the links between skills in one language and others.
Eg: (Q5:F2:21-23) ‘I don't want them to get too confused or because also if they getting if they 
being taught in Zulu for geography and all their homework and everything's going to be in 
geography it's going to be very hard to help them’
3. Reflecting such thinking in social and educational planning.
The first category concerning the functioning of a monolingual mindset, relates to monolingualism 
being seen as the norm for a country, despite there being linguistic diversity within the country. A 
feature of this is discounting the fact (potentially in ignorance) that there are more plurilingual 
people in the world than there are monolingual people. Because of this position, especially ‘elites’, 
problematise plurilingualism and plurilingual education in order to find something wrong with it -  
whether it be, for example, that it is expensive or confusing (Clyne 2005). Due to this stance on 
plurilingualism and the anticipation that monolingualism in or knowledge of the dominant language 
(henceforth taken to be English) is the norm, if a person is not speaking in English, s/he is taken to 
be a person being ‘difficult’ and being unwilling to speak English, or else that they simply are 
unable to. The possibility that the person is choosing to speak another language with which they 
identify does not enter the equation.
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The second category relates to  educational and language acquisition features o f  a m onolingual 
m indset. People w ho or system s w hich m anifest a m onolingual m indset often see plurilingualism  
as som ething that is too hard  for the average citizen and v iew  it as unobtainable. This is often 
characterised  in the argum ent that ‘I ’m  ju s t no t good at languages’ or ‘I ’m  not a language perso n ’. 
There is also a fundam ental m isunderstanding or unw illingness to acknow ledge research findings 
that indicate there is a strong, w ell supported, link betw een first and second language education 
and that the acquisition o f  a second langue will be aided by skills developm ent in the first language 
-  and vice versa  (M esthrie et al 2000, C um m ins 1979). Thus there is a negative attitude tow ards 
bilingual education. The v iew  that one can only claim  to speak a language i f  one has a perfect, 
‘uncontam inated’ com m and o f  a language, also arises from  a m onolingual m indset and discourages 
p lurilingualism  as it m ay seem  ‘im possib le’ to obtain perfect com m and o f  an L2 learnt at school.
The th ird  and final category concerns the overflow ing o f  the above-m entioned features into 
language p lanning efforts -  especially in education. Clyne purports that the m onolingual m indset 
is the origin o f  the be lie f that the school curriculum  should focus on m aths, science, E nglish  and 
other beneficial subjects, w ith  other languages no t figuring. Thus in countries w ith  a m onolingual 
m indset influencing school policy, the curriculum  is said to be too full to  accom m odate acquisition 
program m es for Languages o ther than  English  (LOTE). This prom otes an ideology that L O TEs are 
in ferior in the education environm ent and potentially  detrim ental to  education. A ssociated  w ith this 
is the oft-repeated assertion that learning other languages detracts from  English  language 
proficiency. This th inking m anifests a b e lie f that m inority or m inoritised  children (and any L2 
learners o f  English) w ould  benefit m ore by becom ing m onolingual speakers o f  English. This v iew  
is supported by m any E nglish  second language (ESL) program m es w hich d isregard  the m other- 
tongue. (Ellis 2008, E llis, G ogolin, & Clyne 2010).
It is obvious from  the outset that at a surface and policy level, South A frica does no t appear to be
a nation w ith  a m onolingual m indset. As shown, South A frica’s constitution and L iE P  account for
the n a tio n ’s m ulticultural status and em brace it. M inoritised  languages are protected  in the
constitution and there is a com m itm ent (at certain levels) to develop them . However, it is fitting here
to draw attention to K achru’s (1982) notion o f  the concentric circles countries in relation to their
English usage. T he thinking, attitudes and reasoning o f  m any o f  the M E S es’ responses to  the data
sets, seem  to fit in well w ith the th inking o f  countries (and their citizens) that are typically  seen to
be the ‘inner c irc le ’ -  US, UK , A ustralia, N ew  Zealand. The participants in m y study are ‘inner
circ le ’ E nglish  speakers in an ou ter circle country -  and they vacillate in their
know ledge/recognition o f  th is fact. South A frica is regarded as a m ulticultural country (and
constitutionally  and socially ‘ou ter c irc le ’). Its constitution is inclusive o f  all cultures and
languages, and is seen as quite progressive. B ut it still rem ains divided -  racially, econom ically,
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politically. There are m any reasons for th is, bu t the aim  o f  this research is to exam ine a group that 
characterises this dichotom y: m onolingual E nglish  speaking school children. H ow ever, w hen one 
looks at the actual practices o f  the country in  term s o f  institu tions and the econom y etc. as illustrated  
in section 2.2.2 and 2.2.3, a different p icture em erges. This thesis investigates ho w  strongly this 
m indset m anifests in  the M ES population in  Durban. It explores ho w  the m icro level expression o f  
a m onolingual m indset through narrative analysis can be linked to  m acro ideological forces (such 
as have been  identified  in  th is chapter), w ith  particular focus on identity  negotiation.
2.4 Identity in South Africa
Fundam ental to th is thesis is the notion o f  identity, particularly  how  it is socially constructed , and 
ho w  it m anifests in discourse. Thus an analysis o f  the social and institutional forces im pacting upon 
tex t producers and the discursive construction o f  society and se lf in  narrative texts m ust be 
undertaken. The follow ing sections consider issues o f  identity: the construction o f  personal, group 
and national identity.
2.4.1 Individual and group identity
N orton (1997: 410) uses the term  identity “to refer to ho w  people understand their relationship to 
the w orld, how  that relationship is constructed  across tim e and space, and how  people understand 
their possibilities for the fu ture” . L anguage is the m edium  through w hich w e create the link betw een 
our internal se lf  and the w orld around us (B ishop 2008), allow ing us to understand and negotiate 
society. Theorists agree that ‘a linguistic act is an act o f  iden tity ’ (Le Page & T abouret-K eller 
1985). L anguage both  constructs and signals identity  (G um perz 1982, T abouret-K eller 1997, D e 
K adt, 2005), and language is the m eans through w hich w e express our identity  -  both  com m unal 
and personal. A ccording to W est (1992) identity is concerned w ith our desires: for recognition, 
affiliation, safety and security. W e use language consciously to signal an affiliation to a group or 
com m unity or indicate group m em bership, and the language we use also unconsciously  signals or 
provides m arkers o f  group m em bership; “L anguage is used to  m aintain, construct, pro ject and 
negotiate social identities” (K am w angam alu 2007). A long these lines, a lack o f  desire or social 
incentive to associate w ith a particu lar group can therefore have a negative im pact upon m otivation 
for language acquisition  (G ardiner 2001, B ekker 2003) Thus, understanding the construction o f  
identity  is vital to the purposes o f  this study, one o f  the m ain aim s o f  w hich  is to investigate w hat 
the attitudes o f  M E Ses are tow ards language (along the lines o f  the four variables m entioned in the 
opening paragraph o f  section 2.4), w hat they reveal about their personal m icro linguistic ideologies.
The postm odern concept o f  identity  is one in  w hich identity is dynam ic and m ultifaceted  (as
m entioned in section 1.2.4), and is being continually constructed  socially. A ny individual will
belong  to  m any different groups and can assum e m any identities depending on their social situation,
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how ever, there is generally a sense o f  unity o f  identity  and continuity  w ithin an individual (de K adt
2005, M cK inney & V an  Peltzen 2007). A ccording to W eedon (1997, 87) “ [I]dentity is p roduced 
over tim e in  discourse, and thus is socially and historically  em bedded. It is alw ays a process, 
m ultiple, and neither ‘un ified ’ or fixed” . Identity  is form ed and shaped depending on the social and 
historical context individuals find them selves in, the discourses surrounding them  (through w hich 
the dom inant ideologies are m anifest) and that they engage w ith, as well as the affiliations they 
m ay have at different points in  their lives. T hese group identities m ay not alw ays be applicable as 
one grow s over tim e. E ven  affiliations such as o n e ’s regional and ethnic orig ins m ay becom e 
unim portant to the individual or be abandoned deliberately in  order to adopt a preferred  affiliation 
(W odak 1999). In  h is social-cognitive approach to the study o f  ideology, van  D ijk  (1998, 2001,
2006, 2008) investigates the construction o f  ideologies as group-based beliefs, and ho w  they 
m anifest in the individual m em bers o f  a group. H e em phasises that ideologies are the base for social 
representation shared by a group (van D ijk  1995), that produce naturalised  beliefs that influence 
the attitudes o f  group m em bers, (van D ijk  1998). Thus, these ideologies also serve to  ‘m onito r’ and 
influence, through attitudes and personal m ental m odels. They encode the w ay m em bers o f  a group 
act and in terpret the w orld  around them , and contribute to  their sense o f  social identity  (van D ijk 
1998).
In  th is thesis I characterise bo th  W hite and Indian E nglish  speakers as belonging to a single group,
and so as having a shared identity. U nder A partheid  these groups w ere separated, and could  not
have been considered to  be m em bers o f  the sam e social group. H ow ever, changes to the social
structure since A partheid, have allow ed a shift in affiliation due to com m onalities o f  these two
groups in term s o f  schooling, econom ic status, etc. In particular, bo th  groups occupy positions o f
relative am biguity  in a country that is try ing to redress the im balances o f  the past, focussing on the
indigenous B lack population. B oth  the W hite and Indian populations are ‘im m igrants’ and as such
can be excluded, alienated and potentially  feel threatened by any restoration o f  the identity and
culture o f  B lack South A fricans or A fricanist discourses present since the in troduction o f
dem ocracy (B aines 1998). Part o f  efforts to  redress econom ic im balance had  been the
im plem entation o f  the policies o f  B lack E conom ic E m pow erm ent (BEE) and A ffirm ative A ction
(AA). These aim  at p rom oting representative quotas in business and other areas w here A fricans
w ere previously forbidden. Initially  all those who w ere considered B lack under A partheid  w ere to
have benefitted, including the Indian population. Y et as tim e has progressed, these policies have
becom e aim ed m ore at A fricans in  particular, w ith o ther groups such as Indians no longer being
considered B lack or ‘B lack enough’. These policies are unpopular w ith  m any sections o f  the
population and are a source o f  injury and alienation. Therefore, as E nglish  speaking ‘fo reigners’,
w ho generally  occupy sim ilar econom ic positions (especially  in D urban) and entertain  the same
education ideals, the W hite and Indian populations in D urban can be seen, for the purposes o f  this
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study, to belong  to the sam e group w ithin  m odern South Africa. This is a b ig claim  to m ake w ith 
the historical considerations o f  the tw o groups, thus I em phasise that th is grouping is based 
prim arily  on educational environm ents and the linguistic situating o f  these two groups in  South 
A frica in relation to English, w ithin the context o f  th is study.
In  South A frica, linguistic identity  is one o f  the cornerstones o f  identity  constructions. “ South 
A frica has a long h istory  o f  equating language w ith identity. This un i-dim ensional and static 
equation is, o f  course, becom ing less appropriate, w orldw ide” (De K adt 2005: 22). The language 
y ou  speak and so your ‘e thn ic’ identity is taken to be a significant part o f  ‘who y ou  a re ’ and society 
will generally  stereotype an individual according to the associations m ade w ith that linguistic 
group. For the m ost part, even w ithin urban areas, the South A frican populations do not socialise 
beyond their stereotyped language group, and rem ain w ithin their social habitus. In the case o f  the 
participants in th is study, th is is o f  particu lar relevance, as the environm ent that they are exposed 
to  in school, due to  the concerns o f  their m iddle/upper class parents for their ch ild ren ’s educational 
and future econom ic success, w ould lead them  to choosing a school that reflects their ow n ideals 
and habitus (L im  2012). This is significant w hen studying the attitudes o f  M ES and their com m on 
sense assum ptions. Those raised in a m onolingual habitus (as spoken about in 1.2.2 and 2.2.4.3), 
w hich is experienced in school and social settings (even i f  it is anachronistic w ith  the w ider social 
experience), w ill not encounter m any situations w hich challenge their com m on-sense assum ptions 
o f  the w orld, and so the ideologies underlying them . This is because it is in  cross-cultural settings, 
w here m em bers o f  a different group m ight have different ideological orientations and com m on 
sense beliefs, that realisations o f  the ideological basis o f  o n e’s know ledge, can be m ade (van D jik  
1998). Thus a lack o f  any m eaningful cross cultural contact, allow s for a continuation o f  certain 
beliefs and a perpetuation o f  certain  ideologies w ith in  a group. A s social identity  is linked to 
ideology, the interaction with, and possible understanding o f  another culture w ould, reasonably, 
h ighlight som e aspects o f  identity  that m ay be the p roduct o f  beliefs that do not ho ld  true outside 
o f  o n e ’s in-group. Throughout the narrative elicitation interview , participants ind icate that they do 
not really com m unicate w ith m em bers o f  o ther language groups, and that any contact they do have 
is superficial (see Section 4.3.1.4). D ue to th is the social identity  o f  the M ES is quite iso lated  from  
the realities o f  their non-E nglish  m other-tongue com patriots. Thus English  speakers in South 
Africa, and K Z N  in particular, have a m ore restricted, m onolingual experience, due to a higher 
‘sa tu ration’ o f  English  usage in  the area, and the continuous social separation from  the Z ulu 
speaking population, m ost o f  w hom  will attem pt to speak E nglish  in a superficial cross-cultural 
contact situation (as discussed in previous sections).
P lurilingualism  is said to open up a w orld  w here the dynam ic nature o f  identity  is m ore obvious,
as p lurilinguals are used to understanding and incorporating different w orld  view s, and
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acknowledging different linguistic identities -  both within themselves and society (Clyne 2005, 
Bishop 2008). A monolingual mindset limits this awareness of differing linguistic identities and 
sees them only in terms of how they differ from the monolingual (the norm). Language tuition can 
help one to understand one’s culture as a distinctive world view, not just as traditions and norms 
compared to other languages (Bishop 2008). This in turn gives an individual a more secure sense 
of their linguistic identity and its dynamic nature. However, the effectiveness of language tuition 
is caught up in the investment an individual has in learning the target language, as learning another 
language is investing in the learner’s linguistic identity. The motivation (or investment) to do this 
will be affected by the learners’ social and historical relationship with the target language (Norton 
1997). If an individual has a purely instrumental interest in learning a particular language, i.e. if 
they want to learn it purely as a tool or approach it solely as an academic subject, then the chances 
of them succeeding in learning the language and becoming proficient and actually using the 
language, are lower (Gardiner 2001). However, if an individual has an integrative interest, that is 
wanting to acquire the language so as to identify with the target group in some way, then their 
success in, enjoyment of and end proficiency in a language is likely to be higher (Gardiner 2001). 
This is because the acquisition of a new language often means the acquisition of a new social 
identity. Thus in the South African context, one must look at the relative social positions associated 
with the languages involved (English, Zulu and Afrikaans) in order to see why the learning of 
languages at school (by English speakers) is not translating in to plurilingualism.
2.4.2 National identity in South Africa
The modern concept of a ‘nation’, is one that follows from the rise of the eighteenth century’s
‘nation states’ (Wodak 1999). One of the main tenets of this concept of nation is unity through
culture, of which language is seen to be a vital element. Language is important to citizenship
(Wodak 1999) and as such being viewed as speaking a ‘foreign’ language can have a negative
effect on how majority citizens view the authenticity of another’s citizenship. However, in the
ANC-produced document Nation-Formation and Nation Building, “the question of allegiance is
raised, thereby implying that citizenship is not enough to identify 'true' South Africans.” (Baines
1997). In South Africa, there are 11 official languages and many more unofficial. The focal group
of this thesis are English speakers -  a language that is not originally native to South Arica, but is
seen as a vital tool for achieving national unity. Furthermore, the Apartheid system “effectively
created two nations; one White, the other Black. South Africa became two political communities
in a single national territory.” (Baines 1998). This provides a very complicated situation when
attempting to create a new nation, post-Apartheid, out of previously conflicting sub nations. Thus
while the democratic state adopts and promotes multiculturalism, they have to deal with a
continuous tension between this, and the realities of nation building (Baines 1998). This tension
derives from the fact that embracing multiculturalism can be seen to be at odds with the usual
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construction o f  national identities w hich em phasise “in tra-national uniform ity, and largely tend  to 
ignore intra-national difference (the discourse o f  sam eness)” (W odak et al 1999: 186). This thesis 
investigates, as part o f  research question 2, w hether th is sense o f  an unstable or alienated position, 
or a sense o f  exclusion from  the status o f  a ‘tru e ’ South A frican, is evident in the attitudes held  by 
the M ES participants tow ards their E nglish  m onolingualism .
A nother tenet o f  the construction o f  national identity, particularly  through discourse, is a ‘com m on 
sense o f  past, present and fu tu re ’ (W odak et al 1999). N ational rhetoric in the im m ediately p o s t­
A partheid  era during President M andela’s term  o f  office em phasised a shared present and future o f  
the R ainbow  Nation. H ow ever, the M beki era d rew  attention to the social and econom ic im balances 
still present in the country, and chose to  fo llow  the ideology o f  an ‘A frican R enaissance’, w hich 
had  been said to exclude those o f  non-native A frican heritage (i.e. the W hite, Indian and Coloured 
race groups) (Eaton 2002, 45). Shared history is an im portant factor in fostering national unity. In 
South A frica the experiences o f  the different racial and linguistic groups in each era o f  political 
rule are vastly different. South A frica has such a divisive and traum atic h istory  that it is difficult to 
use it (i.e. h istory) as a catalyst for fostering a sense o f  unity across all groups. A ny attem pt to  try 
and incorporate the notion o f  shared history into the rebuilding o f  the nation will m ean that, at som e 
point, the divisive nature o f  South A frican h istory  m ust be em braced. This em bracing and 
disarm ing o f  the effect o f  A partheid  upon the national psyche is w hat is sought in the notion o f  the 
R ainbow  Nation.
The concept o f  the R ainbow  N ation is one that encom passes an ideology concerning the national
identity  o f  the dem ocratic South Africa. The concept and term , as m entioned earlier, w ere coined
by A rchbishop D esm ond Tutu, and em braces the idea o f  ‘unity in d iversity ’ that has becom e the
official m otto o f  South Africa. B efore th is South A frica was an ‘econom ic and political entity, but
not an em otional o n e’ (A dam  1994). The ideology o f  the R ainbow  nation (or R ainbow ism )
prom otes the acceptance o f  others and their cultures (and so languages). This acceptance should
lead to a sense o f  unity in a country that has m any different cultures. In  light o f  this, the R ainbow
N ation  ideology instils the b e lie f  that South A frica ‘belongs to all its peop les’ w hether previous
oppressor, im m igrant, or indigenous. N aturally , for the tw o groups involved in m y study, th is is a
very  appealing ideology and concept o f  national identity, as bo th  groups can be seen to occupy
indistinct identity  positions in South Africa. H ow ever, there has been  m uch criticism  o f  w hat som e
call the ‘m y th ’ o f  the R ainbow  N ation (Valji 2003) as it is felt by som e to  provide an unrealistic
idea o f  the nation and to “be a terrib le betrayal o f  the possib ilities for real transform ation, real
reconciliation, and real national unity” (C ronin 1999). This is due to the fact that ignoring the
effects and experiences o f  A partheid  can be seen as a kind o f  denialism , and in doing so, denying
the true fragm ented nature o f  South A frican society, as well as denying the right to anger felt by
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those disadvantaged by Apartheid, and potentially still suffering from its effects in the ideologies 
perpetuated by modern South Africa.
The concept of the rainbow nation is one that embraces pluralism. However, within this can be seen 
an element of a discourse of sameness (Wodak et al 1999), i.e. we are all the same -  in our 
differences -  as mentioned earlier. Thus the focus of this discourse and its use in the construction 
of a national identity, such as in the promotion of the Rainbow Nation, is to ignore differences in 
order to achieve unity and a type of uniformity (Cronin 1999, Valji 2003, van Wyk 2004). However, 
this is very difficult to do in practice in South Africa, as differences are entrenched as fundamental 
facets of individual and group identity. Another strong feature of the national identity of the ‘new 
South Africa’, as can be seen in the very concept Rainbow Nation, is that the notion of ‘the nation’ 
is imaginary. It is an abstract ideal, constructed to encourage unity within a physical boundary 
designated to be one country. Anderson’s notion of Imagined Communities defines a nation as a 
political community “imagined as both inherently limited and sovereign” (1991: 6). Anderson 
(1991: 6) elaborates this notion by saying “it (a nation) is imagined because members of even the 
smallest nation will never know most of their fellow-members, meet them, or even hear of them, 
yet in the minds of each lives the image of their communion”. Thus for the notion of the ‘new South 
Africa’ as imagined by former President Mandela and his peers to move beyond an ideal and 
towards an actual unity, the concepts need to be firmly rooted and accepted in the minds of all 
South Africans. The embracing of other cultures and acceptance of all citizens as equals is 
fundamental to this. Through the analysis of the interviews and questionnaire (chapter 4 and 5), the 
attitudes and opinions of the participants reveal to what degree this sense of national identity is 
‘real’ for them, and to what extent a monolingual mindset keeps it as an imagined ideal, confusing 
and complicating the MES’s sense of identity.
2.5 Conclusion
In this chapter I have used a historical perspective to outline the social, educational and political 
spheres of South Africa with the aim of providing insight into the ideological forces impacting 
upon the focus group of my study, MESes. The attitudes of the participants and the ideologies 
underpinning them, I argue, will not have arisen in isolation, but will be products of prevailing and 
inherited attitudes and ideological systems within the country.
Starting with the colonial era, I reflected on the promotion of European languages and cultures over
African ones, and the beginning of the political, racial and linguistic struggle that characterises
much of South Africa’s past. I then explored the social manipulation of society through the
Apartheid system of separate development, paying specific attention to language policies, and the
role of English under Apartheid. In doing so I gave substance to Pennycook’s contention that the
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“Effects of language policy in the past have massive continuity in the present in how they construct 
particular views of language” (Pennycook 2000). I focused particularly on the use of language in 
Education under Apartheid as the attitudes towards the use of African languages in education 
arising from Bantu Education have had far reaching consequences on education in modern South 
Africa. The political and linguistic situation in South Africa at the beginning of the new democratic 
dispensation was then highlighted (in section 2.2.3), with focus being given to the seeming 
mismatch between language policy and practice as the country has developed as a democratic state.
After the historical analysis, this chapter moved (in section 2.3) on to an outline and definition of 
monolingualism and how it applies to this study. The concept of the monolingual mindset (Clyne 
2005) was introduced, in particular looking at the characteristics of this mindset so that they can be 
identified (or not) in the MES participants in this study. Lastly, the concept of identity, both group 
(particularly relating to the grouping of White and Indian English speakers together) and individual, 
was detailed. The creation of national identity and its construction in South Africa was then 
investigated.
The following chapter outlines the theoretic frameworks of analysis used in analysing the data 
gathered, and explores an explanation of the various data collections techniques used.
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Chapter 3: Methodology
3.1 Introduction
In this chapter I outline the various methodological considerations and frameworks that inform the 
data collection and analysis for this study. The focus of section 3.2., is the pilot study undertaken 
at School A (the girls’ school), which was used to test the instruments to be used for data collection. 
This section deals with my initial vision for the sequence of research and administration of 
Instruments, the challenges faced, and the required adaptations (both of the questionnaire and 
interview process) that became apparent on the strength of the pilot study. Thereafter I move on to 
the actual data collection at both schools, in section 3.3. First I highlight the environment that the 
schools are situated in (in 3.3.1) and provide a brief characterisation of each school (3.3.2). I then 
discuss the participants involved in the study (3.3.3), and follow this with an outline of the sequence 
of data collection at each school (3.3.4). This section also details how I captured, transcribed and 
ordered the data for its eventual analysis. Section 3.4 provides an explanation and exemplification 
of the two different data collection instruments used (one quantitative, one qualitative), as well as 
a motivation for why this strategy was chosen. Section 3.5 addresses the analytical frameworks 
chosen for the two bodies of data. Section 3.5.1 addresses the use of a chi-squared test for 
independence on the quantitative data, while 3.5.2 addresses the use of the APPRAISAL system of 
Systemic Functional Linguistics in the qualitative analysis.
3.2 Pilot Study
In order to answer the research questions and build on my literature review, I collected two bodies 
of empirical data. This data is amenable to three forms of analysis, one is quantitative, and two 
qualitative. Using both types of data allows for a richer analysis than simply one or the other, as 
the two forms complement one another and offset what could be perceived oversights or 
weaknesses in each. In order to assess the instruments I intended to use to collect this data, I 
conducted a pilot study a month before the full data collection. The pilot involved both an attitude 
questionnaire and an interview closely resembling the anticipated final data collection instruments. 
Though the numbers used were not large enough to produce any statistics to analyse, the procedure 
revealed a number of things that required changing -  both to the questionnaire and in regard to the 
interview. I was initially given access to six girls from the same class, 3 White and 3 Indian. I 
administered an attitude questionnaire (Appendix 4) of approximately 30 minutes to them. As 
everything seemed to run smoothly I then conducted the questionnaire with their entire class the 
following day. The six pilot girls re-did the questionnaire, however there were no significant 
changes in their answers. Due to the larger number of responses that I obtained, I was able to run a 
test for Cronbach’s alpha and establish which of the items had a low reliability. Items with a low
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reliability were edited to phrase the question more explicitly, either by giving more contextual 
information or else less. Examples of this would be changes made to the items as seen in Table 3.1.
Pilot Item Revised Item
1 Children get confused when learning English 
and Zulu.
Children get confused when learning two languages 
at the same time.
2 Zulu cannot be developed to be used in 
Academics as it is inadequate.
Zulu should not be developed to be used as a 
language to teach in.
3 I should not like Zulu to take over from English. I would be happy if Zulu was used more in place of 
English in public settings.
4 People only need to know one language. Speaking only one language is fine in South Africa.
Table 3.1: Items reworked as a result of the pilot run
Only one item was removed from the questionnaire as it elicited a vast majority of Neither Agree 
Nor Disagree (NAND/NN) responses. The pilot questionnaire consisted of 30 items. This was 
extended to 39 after the pilot study as I decided that more items would offer a greater assessment 
of the variables under investigation. The extension was also necessary because of potential new 
lines of inquiry that emerged from comments made by the participants in the pilot interviews. Most 
of these lines of inquiry centred on the idea of English and Zulu as languages of inclusion and 
exclusion, as well as further questions on the relative use of/need for more languages than English. 
The items added can be seen in Table 3.2.
No. Item
17. It is easier for Zulu people to learn to speak English fluently than for English people to learn 
to speak Zulu fluently.
22. English is a language of unity and inclusion.
28. I have no need to use Zulu in my day to day life.
31. English speakers are separated from others because of their language.
32. Non-English speakers like using English to communicate in social settings.
33. I do not like it when I cannot respond to another person in their language.
35. English is used to exclude people.
37. Zulu speakers use the language to separate themselves.
38. All South Africans should be able to speak an African language.
Table 3.2: Items added to the Attitude questionnaire after the pilot run
I conducted interviews with four of the original six pilot girls (who had also trialled the 
questionnaire), with two from each racial group (White and Indian). After transcribing the 
interview, I was able to see where I needed to change my interview technique. One issue was that 
I needed to be more encouraging (using more minimal responses, etc.) so that participants felt freer 
to contribute. Others were that I needed to encourage more reticent participants, and needed to be 
aware of interrupting respondents while they were talking. I was also able to see which questions 
did not elicit a response, or where I needed to investigate alternative ways of eliciting narrative 
data. I did not use the interview responses of the six pilot participants in the final data analysis.
Table 3.3 below provides an overview of the sequence of data collection (from pilot through to the 
end of the main data collection), to provide clarity as to the stages of research.
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Pilot Study (only conducted at school A) Section 3.2
1. Pilot Attitude Questionnaire with 6 participants. August 2011
2. Pilot Attitude Questionnaire with entire class of 30. August 2011
3. Narrative Elicitation Interview with 4 of the 6 participants in point 1. August 2011
Full Data Collection (School A & B). (See section 3.3.3 for details of 
participants.)
Section 3.3.4
1. Attitude Questionnaire and Interviews conducted with School A 
participants. These were conducted in no particular order over a two- 
week period (see section 3.3.2 for scheduling details).
September 2011
2. Interview conducted with Indian female teacher at school A. September 2011
3. Interviews conducted with boys from School B. September 2011
4. Questionnaire conducted with participants from School B. September 2011
5. Questionnaire conducted with additional Indian participants at 
school A.
November 2012
6. Interview with White male teacher at school B. November 2012
Table 3.3: The sequence of data collection: Pilot and main studies
Table 3.4, which follows, provides an outline of what type of data was collected, the instruments
used, and where the sections relevant to each data type can be found.
Data Type Instrument used Analytical Framework Data Analysis
One: Quantitative Attitude Questionnaire 
(section 3.4.1)
Chi-squared test 
(section 3.5.1)
Section 4.2 (pg 81)
Two: Qualitative Narrative Elicitation 
Interview (3.4.2)
APPRAISAL (section 
3.5.2)
Section 4.3 (pg 98)
Table 3.4. Outline of the two data types collected and where they are reported on
3.3 Data Collection: Two Durban Private Schools
This section looks at the particulars of the city, school and participants chosen for this study. Both 
linguistic and social factors are addressed, as well as the reasoning behind the selection of the 
particular ages and races of the participant. Furthermore, this section looks at the sequence of data 
collection followed at each of the schools, and any issues inherent therein.
3.3.1 KwaZulu-Natal
Both of the research sites, School A (a girls’ school) and School B (a boys’ school) are located in 
Durban, KwaZulu-Natal. Parts of chapter 2 (viz 2.2 and 2.3) deal with why Durban is a good place 
to conduct a study involving mother-tongue English-speakers, especially on account of the role and 
social meaning of English, historically, in the region. What is necessary to add to those accounts is 
a brief characterisation of the linguistic profile of KZN and how it differs from the other two main 
provinces (in terms of English speakers and urban population). When looking at the data in Table 
3.5, below, one can see that while KZN is not the only province with a ‘large’ number of English 
speakers, the population dynamic is different.
KwaZulu-Natal Gauteng Province Western Cape
Afrikaans 161 876 1 502 940 2 820 643
English 1 337 606 1 603 464 1 149 049
Zulu 7 901 932 2 390 036 -
Xhosa - - 1 403 233
Table 3.5. Breakdown of the top 4 languages in the top 3 English using provinces, according to
number of speakers.
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In  bo th  G auteng Province (GP) and the W estern  Cape (W C) the top three languages are all o f  
sim ilar size. In  fact, in Gauteng, six o f  the official languages have betw een  1 and 3 m illion speakers. 
L ikew ise, in  the W estern  Cape, A frikaans, E nglish  and X hosa all have betw een 1.1 and 2.9 m illion 
speakers. In  K ZN , Z ulu  is by far the m ajority language (w ith over 7  m illion  speakers), w ith E nglish  
the only o ther language w ith any other num erical im portance, w ith ju st over 1.3 m illion. These 
figures translate  as follows: 77.8%  o f  the K Z N  population  speak Zulu, fo llow ed by  13.2 %  w ho 
speak E nglish  (Census 2011). A  total o f  27%  o f  the E nglish  population in the country resides in 
K ZN , w ith the m ajority concentrated  in  D urban and surrounds. Zulu, w hile being  the largest 
language group in the country (22.7%  o f  the total population o f  South A frica), and having 
significant num bers in both  G auteng and K Z N  (see Table 3.5), is no t seen by all to  be a language 
that is appropriate o f  w ider com m unication outside o f  K ZN , w ith  68.2%  o f  its speakers reside in 
the province. H ow ever, together the N guni languages o f  Zulu, X hosa, N debele and Swati account 
for 43.4%  o f  South A frica’s population -  alm ost half. This w ould  m ake Z ulu  a useful language to 
learn for those non-Z ulu  speakers living in KZN. A  developm ent o f  com m unicative ability in Zulu, 
entrenched in the schooling system , specifically  aim ed at non-m other-tongue speakers, could 
facilitate com m unication and foster understanding w ith the Z ulu  m ajority  in the province, and its 
m utual intelligibility  w ith the rest o f  the N guni group will open up com m unication w ith h a lf  the 
population o f  the country. A s shown, the linguistic situation w ith in  in K Z N  is sim pler than in  other 
provinces. D ue to this, developing a m ultilingual language policy  w ithin the province, to facilitate 
E nglish-Z ulu  bilingualism  w ould  be seen to be ‘reasonably p rac ticab le’, as 96%  o f  the p rov ince’s 
population speak either o f  the languages as their L1 (M artin  1997: 132). E nglish  has a particular 
concentration in  K Z N  due to the historical m acro ideologies relating to the A frican languages (as 
d iscussed throughout chapter 2), the legacy o f  separate developm ent, and the current hegem ony o f  
English. This E nglish-saturated  environm ent, I argue, ham pers the ability o f  M ES to participate in 
a genuine engagem ent with the rest o f  the province and country.
3.3.2 The schools
There are m any issues rela ted  to w orking in schools as a research environm ent that im pact on the 
practical outcom e o f  o n e ’s desired research strategies, as one often does no t have control over 
aspects o f  o n e’s interactions w ith participants. Som e o f  these considerations are outlined in section 
1.4. This section details the particulars o f  the rationale behind  choosing the tw o schools used, as 
w ell as specifics o f  the difference in how  data w as collected at each school.
In  order to  conduct research at G overnm ent schools there is a long perm ission application process.
D ue to this, and to the fact that I already had  contacts at School A, it w as decided that Private
schools w ould  be used as the sites o f  m y research. Further to th is is the fact that m any private
schools in D urban have a B ritish  educational history and so are E nglish  m edium . A ccording to
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Census 2011, 93.1%  o f  South A frican children attend Public schools, and only 3.8%  attend private 
ones. T he incom e bracket o f  those attending private schools is usually  m iddle to upper. B asic fees 
in the schools I used w ere around R85 000 per annum  at School B, w hile School A ’s fees start at 
R51 000 per annum. Thus, those learners attending private schools are expected to be from  m iddle 
to  upper incom e fam ilies. This m eans that their fam ilies are expected to  have a certain level o f  
engagem ent in  the form al econom y and m ain-stream  society, w hich in South A frica (as discussed 
in chapter 2), necessitates a certain level o f  E nglish  fluency.
A t School A  I w as allow ed to conduct m y research during classes considered ‘non-academ ic’ (such 
as Physical Education, R eligious E ducation, L ife O rientation). The teacher w ith w hom  I w as in 
contact set up a schedule o f  w hen w hich classes w ere available in the week. For the interview , the 
teacher chose girls w ho fell w ith in  the dem ographics o f  m y study, and those girls m et m e in an 
em pty classroom  in their allotted class. As a result, I had  no control over w hat order the participants 
did the in terview  and questionnaire in. Som e o f  the in terview  participants did the questionnaire 
before their interview , and som e did so afterw ards. The bulk  o f  the data w as co llected  over a period 
o f  tw o weeks.
A t School B the teacher w ith  w hom  I w as in contact organised for m e to in terv iew  10 boys (5 
W hite, 5 Indian) successively on one day. I w as provided w ith  an office and the boys cam e one 
after the other for their interviews. T he follow ing day it w as arranged for 25 W hite and 25 Indian 
boys to take the questionnaire in  the school hall. U nfortunately, m ost o f  the W hite boys I conducted 
the in terv iew  w ith w ere no t present for the questionnaire, and again there w as no t an equal 
distribution o f  W hite and Indian respondents, and som e o f  those requested  to be there had 
com m itm ents w ith  other teachers, or forgot. A lso, the teacher rem ained presen t for the entire 
duration o f  the questionnaire w hich created  a different dynam ic to  w hat I had  had  w ith the fem ale 
participants. The boys, naturally , probably, d irected  their questions to  their teacher and not me, and 
the teacher also com m ented on how  to do the questionnaire (telling them  to ‘go w ith  gut 
instinct’/ ’don’t over th ink  i t ’, ‘ju s t answ er’), and to ld  the boys to hurry up. This created  a b it o f  a 
pressure and opened up the possib ility  o f  the boys rushing and not reading the question properly or 
m arking the w rong box. A t School B I w as in troduced to the boys by the teacher, w hile at the 
School A, due to the nature o f  ho w  I w as ‘receiv ing’ the participants, I in troduced  myself. This 
created  a different dynam ic in the questionnaire sessions. A lso, as I had  attended School A  as a 
high school student, som e o f  the participants claim ed to  ‘kn o w ’ m e, though they w ere only in Grade 
2 w hen I w as in m atric (my final year).
C learly the data  collection process at each school w as very different, and so w as m y contact w ith
the learners. A lso, conducting research w ith teenagers at their school is no t an ‘id ea l’ place as there
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are many external variables that you cannot control (illness, the restrictions of a school 
environment, other commitments). I was warned in my first meeting with the teachers facilitating 
my access to the girls’ school that they had problem in the Gr 10 group with the Zulu students being 
very racially sensitive. As I was not using any Zulu or Black participants in my study, I had to 
conduct a ‘debriefing’ with the entire grade after I had finished my data collection in order to 
explain why I was only using certain participants and not others. The learners were allowed to 
answer questions, and all expressed interest in the topic and in how ‘social science’ investigations 
(as they called them) were conducted.
At School A and School B, Zulu was compulsory from Grade 2 or 3 (age 7-9) until Grade 7 (age 
12-13). At this stage a choice between Zulu and Afrikaans was made, and so all the participants 
had had some Zulu language education (generally considered as a 3rd or second additional language 
(SAL) -  Afrikaans standardly designated the position of first additional language (FAL)). None of 
my participants in the interviews choose to pursue Zulu as a FAL in high school. This was typical 
in both schools where most, if not all, of the scholars taking Zulu FAL, are Zulu mother-tongue 
speakers. Thus, due to compulsory formal language education, all of the participants (and the 
mother-tongue English speaking population at large) will have had some knowledge of another 
language (for the majority it is Afrikaans and to a lesser extent Zulu). This exposure to second 
language learning at school would have made them -  at least in psycholinguistic terms -  bilingual. 
By this I mean that cognitively the participant will have been exposed to at least one language other 
than their mother-tongue (or L1) from a young age. Thus, cognitively, the group under investigation 
in this study has had a significant amount of consistent exposure and teaching in other languages, 
and so would be considered bilingual in some sense (see 2.3.1.1 for more on how this issue of 
defining monolingualism and plurilingualism is dealt with in this thesis.).
3.3.3 The participants
The participants in my research were 15 -  17-year-old learners. All were first language mother- 
tongue English speakers. I chose 15-17 year olds (Grade 10/11) as they were born in 1994 (or later), 
and so all of their schooling has taken place under the new language policies (see section 2.2.3.2). 
Hence they would be barometers of effective policy change. My motivation for focusing on both 
White and Indian students, as explained in section 2.4.1, is that both social groups are monolingual 
mother-tongue speakers of English, and, in the South African context, proper consideration of 
mother-tongue English speakers could not be given with only one group. There was only one black 
African scholar that was a MES. This individual was adopted and had been raised by an English 
speaking White family, and was unable to speak Zulu fluently. The rest of the black African 
scholars were Zulu-English bilingual.
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Each participant was assigned a ‘participant number’ to respect anonymity and confidentiality. The 
girls were assigned a number between 1 and 100, the boys a number between 101 and 160. Table
3.6 summarises the total participant population and provides a breakdown according to race and 
gender.1
Variable Sub-variable Number of questionnaire responses Number of interview responses
Female
Indian 17 3
White 35 4
Total 52 7
Male
Indian 20 4
White 25 5
Total 45 9
Race Indian 37 8
White 60 9
Table 3.6: Racial and gender breakdown of participants
A total of 52 female responses to the questionnaire were used. I only conducted 8 interviews with 
female learners as opposed to the intended 10, as 1 of the pupils chosen for the interview was a 
German-English bilingual, and another did not arrive for her interview. A total of 45 male responses 
were used. There are also only 8 interviews with male learners as one participant did not arrive for 
his interview, and another was excluded as he was born in India and had lived there for some time.
The total numbers represented in the table relate to the participants whose answers were used -  not 
the total population administered. Some questionnaires had to be eliminated due to errors in filling 
in the table, or because of an abnormal number of NN answers. Likewise, in answering the 
biographical information in section 1 of the interview, some students answered in such a way that 
indicated that they were not functionally monolingual and used a second language (usually with 
extended family) fairly regularly. These students were also excluded in the interest of ensuring that 
the target population were genuinely functionally monolingual.
3.3.4 Sequence of data collection
The initial data collection took place in 2011 at School A and was carried out over two weeks, 
while at School B, it took two days. I returned to school A immediately after collecting the 
schoolgirls’ data and conducted an interview with the teacher with whom I had liaised. I was able 
to conduct the same interview with the corresponding teacher at school B in November 2012. The 
information gained from these teacher interviews has been useful in contextualising the schools 
and assisted in understanding the learners’ academic environment better. In order to improve the
1 Due to the smaller numbers of students in each grade at Private schools, (about 70 -  90) versus at least 300 in public 
schools, and the demographics of the two school (which are attended by a majority of White students), there were fewer 
Indian candidates for participation in my research.
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racial balance in the number of Indian participants at the School A, I returned in November 2012 
to administer the questionnaire to an additional 8 Indian females. See Table 3.3.
3.4 Data Collection Instruments
In what follows I report on the instruments used to collect the two bodies of data from the 
participants (see 3.3.3) during the sequence described in 3.3.4 above. First I describe the 
quantitative data body -  i.e. the Attitude questionnaire (see section 4.2 for analysis and results) and 
its construction and content (3.4.1). In 3.4.2 I describe the construction of instruments used in the 
narrative elicitation interview (i.e. the stimulus article and question schedule) used to collect data 
body two -  the qualitative data (see 4.3 for analysis and results).
3.4.1 Data body 1: Attitude questionnaire
The first type of data collected is quantitative, gathered from 97 participants by means of an attitude 
questionnaire. Conducting an attitude questionnaire is relevant and important to this study as, 
quoting Baker (1992: 9), “A survey of attitudes provides an indicator of current community thought 
and beliefs, preferences and desires. Attitude surveys provide social indicators of changing beliefs 
and the chances of success in policy implementation”. An investigation into general attitudes 
regarding English, African languages and plurilingualism can be undertaken by investigating the 
attitudes of a larger group of participants. Likewise, a picture of any particularly strong attitudes 
across the group as a whole, or differences between genders and/or race groups, can be taken. The 
attitudes of any individual are obviously influenced by the ‘social and cultural milieu’ (Baker 1992) 
that they grow up in, and the beliefs about language that the community around them transmits to 
them. The presence of markers typical of a monolingual mindset (see section 2.3.2) in the responses 
to the questionnaire, could indicate the presence of this mindset in their wider community.
The attitude questionnaire involved two sections. Section one consists of information-seeking 
items. These were both for biographical information (age, race, grade, etc.) and to determine the 
respondents’ domains of use of different languages to assess their monolingualism, if applicable 
(e.g. asking which languages they used with immediate or extended family, with friends, what 
televisions shows they watched, etc.). Participants were also asked whether they were bilingual, 
and to explain why they chose to answer the way they did. The purpose of this was to investigate 
their self-reporting of their linguistic status in relation to mono/plurilingualism. Lastly, a series of 
situations is listed and participants are asked to indicate what languages they would use in each 
setting (See Appendix 5). The purpose of this was both to verify the extent of their functional 
monolingualism, and to investigate their self-reporting of their linguistic status in relation to 
‘bilingual’ status.
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The second section, o f  the questionnaire, involved th irty -eigh t closed answ er item s w hich 
participants w ere asked to evaluate according to a five po in t L ikert scale. The scale consists o f  
Strongly A gree (1), A gree (2), N either A gree N or D isagree (3), D isagree (4) and Strongly D isagree 
(5). Table 3.7 provides an illustration o f  the type o f  item s included in  the questionnaire. For the full
questionnaire, see A ppendix 5.
S ta tem en t SA A NN D SD
2. English is the only language one needs in everyday life.
3. Children get confused when learning two languages at the same time.
4. Knowing an African language is essential for living in South Africa.
5. All schools in South A frica should teach pupils to communicate 
effectively in an African language like Zulu and in English.
6. All African language speakers m ust learn to speak English.
8. Zulu should not be developed to be used as a language to teach in.
9. Speaking two languages is not difficult.
10. English speakers do not need to learn African languages to function 
in SA.
11. I sometimes feel excluded because o f  the language I speak.
12. English is the only language that should be used in education.
14. Speaking only one language is fine in South Africa.
15. M ost people in South A frica can speak English.
16. Speaking an African Language makes you more South African.
19. People earn more m oney i f  they speak both Zulu and English.
Table 3.7: Exam ple of questions from  and layout of the attitude questionnaire
The statem ents w ere designed to reflect four variables considered in the study, nam ely, attitudes to 
English, Zulu, m onolingualism , and bilingualism . M ore generally, the item s ask about attitudes 
tow ards m onolingualism  and bilingualism  (w ith reference to E nglish  and Z ulu/A frican languages), 
the role o f  E nglish  and A frican languages in South Africa, the future o f  E nglish  in South A frica 
and the developm ent o f  A frican languages. M any o f  the item s, and the overall structure o f  the 
questionnaire find their origins in  B ak er’s (1992) b ilingualism  questionnaire. D etails o f  the 
statistical procedures used on the results o f  the attitude questionnaire are found in section 3.5.1
3.4.2 Data body 2: Narrative elicitation interview
The second type o f  data  elicited provides the qualitative aspect to the study, and the analysis o f  this 
data  is twofold. It involved conducting a narrative elic itation in terv iew  w ith a subsection (15) o f  
the questionnaire participants. Participants w ere given an article to read  w hich served as a talk ing 
po in t and instigator for the discussion. The original unedited  article can be found in e-A ppendix 
2.1, and the final edited article that w as used in the interview s can be found in A ppendix  11. 
Participants w ere first asked a few  general background inform ation questions, to  verify  that they 
fell w ith in  the scope o f  the study. These questions enquired about ho w  long th e ir fam ily had  resided 
in D urban, and about their schooling h istory  to ascertain  i f  they had  been raised in the particular 
environm ent sought in this study. T hese questions w ere fo llow ed by a series o f  questions 
surrounding the issues o f  p lurilingualism , E nglish  and A frican languages (specifically  Zulu). I had
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a list of questions to prompt conversation, but did not necessarily ask all of the questions of each 
participant, as sometimes the topics came up naturally. The generic list of interview questions can 
be found in Appendix 12 -  not all questions were asked explicitly of all participants (see section 
3.5.2.5 for more detail). One of the main purposes of this interview is to engage with the MES and 
allow them to talk about their linguistic experience. The empirical data allowed me to ‘get inside 
the heads’ of ‘born free’ MES and to find out their attitudes and feelings towards both their 
monolingual status and towards plurilingualism. This is preferable to relying on my own 
assumptions and experiences, as well as what the literature suggests. This information helps to 
characterise what it is to be a MES in South Africa and allows for an analysis of the ideologies at 
play in what they say.
The stimulus article was sourced from the Mail & Guardian Online (downloaded 21st April 2011), 
and is entitled Masincokole: Talk to me! by Russell H Kaschula (see Appendices 10 and 11) on the 
issue of mother-tongue education and the benefits of more people being able to speak an African 
language. I used this as a base for the stimulus piece for the participants to read in the interview. 
The article is quite long (over two pages), so I shortened it and changed or added in wording to 
make in provocative in ways that would relate to the attitudes under investigation. The resulting 
article is very pro-plurilingualism and equal language rights, as well as being quite critical of 
English and its monopoly in South Africa while promoting the African languages, especially as a 
unifying factor. The interviews ranged between 10 and 20 minutes and were conducted one-on-one 
and recorded with a digital recorder. In total I interviewed 9 boys (one of the male interviews (a 
White participant) was not used as the participant did not produce many narrative responses) and 
7 girls.
I transcribed the interviews using InQscribe transcription software which I downloaded from the 
internet and accessed with a free temporary license. A sample of the transcriptions can be found in 
Appendix 13. InQscribe software allows the user to assign ‘shortcut keys’ to certain desired 
functions. Thus by pressing particular keys, I could avoid having to type often repeated phrases or 
functions (see below):
F6 = [00:00:00.00] Interviewer: (indicating the interviewer was speaking and how far into the 
interview it is.)
F5 = Participant: (indication that the participant was speaking)
TAB = Play/Pause the recording
The transcription conventions used can be found in Appendix 10. The transcriptions were then 
subjected to a full framework APPRAISAL analysis, which is described in section 3.5.2.
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3.5 Frameworks for Analysis
The section that follow s addresses the statistical and narrative analytical fram ew orks used in this 
thesis to analyse the tw o data sets d iscussed in 3.4.1 and 3.4.2.
3.5.1 Quantitative analysis: Chi-squared test for independence
D ata  body one provides a quantitative aspect to w hat is o therw ise a qualitative study, and allow s 
for som e statistical insight. The statistical analysis has been  applied to see, in particular, i f  there is 
a gender or race b ias to  how  the participants answ ered the items. This is relevant because it assists 
in answ ering research question 3, i.e. ‘A re there attitudinal differences am ong M ES associated w ith 
gender and racial affiliations (m ale/fem ale; W hite/Indian) and, i f  so, w hat are they? ’. This is best 
done w ith a larger sam ple group than  the quantities that I em ploy for m y discourse analysis 
(described in 3.5.2). This section first describes how  the data  w as prepared to be used on the 
statistical analysis softw are program m e SPSS 21. This is fo llow ed by an explanation o f  the 
statistical test chosen to be perform ed on the data  (a ch i-squared  test for independence) and how  
the results w ere analysed. B y using the  statistical analysis one can reveal general patterns o f  
attitudes. This enables a w ider appreciation (because o f  the num ber o f  participants and question 
topics) o f  the conflicted  nature o f  the m onolingual identity  o f  the participants, than  is possib le from  
the qualitative narrative data only.
In  order for the data  to be am enable to a statistical analysis, it w as coded and en tered in  to 
spreadsheet that could be copied across into the data v iew  o f  SPSS 21. The variable v iew  o f  SPSS 
21 allows one to code and define all the variables necessary  to allow  the data to be seam lessly 
entered into the system , and read appropriately by the program m e. This m ust be done before the 
data  is copied into the data v iew  in order for the program m e to ‘understand’ the data. F igure 3.1 
show s a screenshot o f  the variable v iew  o f  SPSS. The variable v iew  for the study incorporated  the 
relevant inform ation responding to the different variables in the attitude questionnaire had  been 
entered into the program m e (see Table 3.8 below ).
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Figure 3.1: Variable View on SPSS 21
All variables such as race, gender and the partic ipan ts’ response regarding their bilingual status, 
w ere coded either 1 or 2. A  variable v iew  allows one to specify w hich num ber corresponds to w hich 
option. Table 3.5 show s a breakdow n o f  w hat each num ber w as coded to represent in the variable 
view. L ikew ise, it show s how  the L ikert scale w as coded.
1 2 3 4 5
Likert SA A NN D SD
Race Indian White
Gender Female Male
Are you bilingual? Yes No
Table 3.8: Coding used in quantitative data
Thus i f  participant ‘100’ w as an Ind ian  M ale, who reported  his bilingual status as ‘Y es’ and 
answ ered ‘D isag ree’ to the first question o f  the questionnaire, the first 5 colum ns o f  his row  w ould 
look as show n in Table 3.9
Participant No. Gender Race Bilingual Q1
100 2 1 1 4
Table 3.9: Exam ple coding of partic ipan t
O nce the variable v iew  w as set up, the results from  the questionnaire w ere en tered into the data 
v iew  (see F igure 3.2). F rom  here one chooses w hich statistical tests to run on the data. An 
account o f  th is follows.
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Figure 3.2: D ata view on SPSS 21
A chi-squared test for independence (a non-parametric test) was run on the data (see section 4.2 for 
an analysis of the results), in order to reveal any statistical significance to patterns of answering 
along gender and race lines. A chi-squared test was chosen rather than a T-test as the data from a 
Likert scale is ordinal, and so is categorical, rather than continuous. Any items showing a p  value 
of p < .05 indicate a statistical significance. When conducting a statistical test such as the chi - 
square, one needs a hypothesis about what the data will show. For example, a hypothesis saying 
that there is a race effect in how participants report their bilingual status (i.e. the Indian students 
will answer differently to the White students or vice versa). When conducting the test, one is 
actually testing the Null Hypothesis, namely the opposite of the hypothesis (Levron 2010: 69-70). 
Continuing with our example, this would mean that the null hypothesis states that there is no race 
effect in self-reporting of bilingual status (see section 4.2.1.1). A p  value (the output of a chi- 
squared test) of p < .05 means that ‘we are less than 5% sure that the null hypothesis is true” (Levron 
2010: 72), and so can reject the null hypothesis and accept the hypothesis. In this case it would 
mean that there is, in fact, a race effect upon self-reporting of bilingual status. A test like this is 
useful in this study as it eliminates the chances that a difference in scores is a result of the different 
numbers of Indian versus White students, and female versus male, and points rather to a genuine 
statistical difference, if there is one, regardless of overall numbers (Levron 2010: 70). Figure 3.3 
gives an example of what the results of the chi-squared test in the illustration above would look 
like as output from SPSS 21. The p value has been circled in red.
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Figure 3.3: Screen shot of the output of a chi-squared test run  on d a ta  in SPSS 21
A  m inor technical error in  the cross over betw een capturing the data and coding it into SPSS m eant 
that the first 38 questions o f  the questionnaire w ere included in  the analysis. In  the finalised 
questionnaire, one question was repeated  (under tw o different item  num bers -  32 and 34). This 
resulted  in item  34 being excluded. Item s num bered 36-40 rem ained num bered as such w hen the 
data  w as coded into SPSS (see A ppendix  5). W hen the chi-squared analysis w as run on the data, 
item s 1-39 w ere analysed (rem em bering that one question w as duplicated). H ow ever, as item  35 
had  been  om itted  w ith  the num bering rem aining the sam e, th is resulted  in 38 item s being  analysed 
(1-34, 36-39). Thus, in  all the quantitative analyses run on SPSS, responses to  item  40 have been 
om itted. Throughout the thesis, only the 38 analysed item s are referred  to.
The analysis o f  the narrative data  looks m ore in  depth at certain  key issues, such as the conflict o f  
identity  po tentially  present in  the M ES w hile the statistical analysis involves a w ider range o f  
questions at a m ore surface level.
3.5.2 Qualitative analysis: The APPRAISAL framework
In  th is section I give an overview  o f  the analytical fram ew ork used in m y research, nam ely, 
System ic Functional G ram m ar (SFG). The aim  o f  th is account is to justify  using SFG, and, m ore 
specifically, the A PPR A ISA L  fram ew ork, w hich has developed out o f  it, in order to investigate the 
M E S ’ attitudes and positioning. I outline w hat SFG  entails, giving an overv iew  the overarching 
system , and then  outline the A PPR A ISA L subsystem s that w ere applied to  m y data. I, thereafter, 
give an account o f  how  the narrative data used for analysis w as selected  from  the interview s, and 
ho w  the data w as coded and analysed.
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System ic Functional G ram m ar (hereafter SFG) is a m ulti-perspective m odel by w hich to analyse 
texts (M artin  & W hite 2005). It enables one to study language use in context and to see ho w  people 
use language to in terpret their surroundings and relationships. SFG  is a functional - sem antic 
approach to language (Eggins 2004:20) that uses the idea  that there are different system s o f  
m eaning. It proposes that there are three highly generalised  ‘m etafunctions’ that represent these 
system s o f  m eaning: the ideational, interpersonal and textual m etafunctions.
The ideational m etafunction provides the resources by w hich people use language to m ake sense 
o f  their reality  and the experiences that they have. It basically  concerns, “w h at’s going on, including 
w h o ’s doing w hat to whom , where, w hen, w hy and how , and the logical relation o f  one going-on 
to  another” (M artin  & W hite 2005:7). The expression o f  the interpersonal m etafunction (o f w hich 
A ppraisal is a developm ent), allows people to negotiate  and in terpret social relationships. It is 
concerned w ith the resources people draw  upon w hen interacting w ith others and how  they express 
feeling, opinions and attitudes. Lastly  the textual m etafunction is the resource through w hich the 
o ther tw o m etafunctions are realised. It is “concerned w ith  inform ation flow: the ways in w hich 
ideational and interpersonal m eanings are distributed” (M artin  & W hite 2005: 7). T ogether these 
three m etafunctions serve as fram ew orks upon w hich to  build  a context-driven analysis o f  both  the 
gram m atical and social/interpersonal aspects o f  language use. Thus SFG, through the interpersonal 
m etafunction and its A PPR A ISA L  subsystem s, is an appropriate choice as an analytical fram ew ork 
for m y study as it allows, through an analysis o f  the lexical and sem antic choices m ade, for the 
untangling o f  the attitudes and feelings o f  the M ES against the backdrop o f  the com plicated  social 
history (and current situation) o f  South Africa. For the purposes o f  th is study only  the interpersonal 
m etafunction will be applied through the use o f  an A ppraisal analysis conducted on the transcripts 
o f  the narrative elicitation interview s. A n outline o f  the A ppraisal system  and fram ew ork follows.
The A PPR A ISA L fram ew ork is designed as a w ay to analyse and reflect how  people construct their
feelings, judgem ents, attitudes and values in  texts i.e. in their speaking and writing. It also looks at
ho w  the text p roducer positions the receiver in relation to these. A PPR A ISA L  is one o f  the 3 m ajor
discourse-sem antic subsystem s that fall under the interpersonal m etafunction, along with
‘nego tia tion’ and ‘involvem ent’ (M artin  and W hite 2005). For the purposes o f  th is study only the
A PPR A ISA L  system  w ill be applied. T he interpersonal m etafunction concerns the “subjective
presence o f  w riters/speakers in texts as they adopt stances tow ards bo th  the m aterial they present
and those w ith w hom  they com m unicate.” (M artin & W hite 2005:1), thus the A PPR A ISA L  system
is concerned not only w ith  how  the participant constructs h is/her feelings and values, bu t how  they
position  their audience (in th is case, the interview er). A PPR A ISA L itse lf  consists o f  3 subsystem s
w hich w ork together to reveal the interpersonal m eaning in  any text. T hese system s are ‘A ttitude’,
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‘G raduation’ and ‘E ngagem ent’. F igure 3.4 is a basic d iagram  o f  the A PPR A ISA L  system . In w hat 
follow s in th is section, I describe each o f  the A PPR A ISA L  subsystem s, and their use in  th is study, 
in m ore detail. I illustrate the account w ith  exam ples draw n from  m y ow n data. Exam ples 
referenced, as (Q 1:F1:6-7), are taken from  the transcrip t o f  selected  cases for the 6 analysed 
questions (seen in  full in  e-A ppendix 1). E xam ples referenced as (F1:6-7), are taken from  the full 
in terv iew  transcripts. The line num bering differs betw een the tw o docum ents and, as such, the 
exam ples require differentiation, as the lines referred  to in each m ay not have the sam e content.
Figure 3.4: Diagram of the basic APPRAISAL system
3.5.2.1 Attitude
A ttitude, the first o f  the three A PPR A ISA L  subsystem s, is the one that concerns feelings, and a 
perso n ’s em otional responses to  participants and processes (M artin & W hite 2005). It reflects 
different ‘ways o f  fee ling ’ and ho w  the textual voice constructs these and attem pts to align (or not 
to  align) the addressee w ith them. As can be expected by its relation to personal feelings and 
evaluation, A ttitude can be seen to be “ ‘invoked’ by the cultural and ideological situation in w hich 
it is expressed” (G allardo & Ferrari 2010:3174), and as such gives great insight into the m acro­
forces influencing the participants in m y study, such as the prevalent social and educational 
ideologies concerning E nglish  and A frican languages, the dom inant debates around the role o f  
E nglish  in South Africa, and the positioning o f  W hite and Indian South A fricans in term s o f  
identity. There are three m ain subsystem s to  A ttitude, nam ely  A ffect, Judgem ent and A ppreciation 
as represented in F igure 3 below:
61
Figure 3.5: The A ttitude sub-system
A ffect concerns the registering o f  positive and negative personal feelings tow ards people, 
behaviour or processes (M artin and W hite 2005). Judgem ent and A ppreciation are system s m ore 
concerned w ith  institu tionalised  feelings and shared values (M artin  & W hite 2005). Judgem ent, 
thus, concerns “ attitudinal evaluation in w hich hum an behaviour is negatively  or positively 
assessed by reference to som e set o f  social norm s” (W hite 2004:1). For exam ple (F7:244-245); 
“okay y ou  have to know  E nglish  obviously because well y ou  know ” expresses [+N orm ality] in 
relation to the studying o f  (and in English) accom panied by A frikaans as a FA L -  the standard 
situation in  A partheid  education and so a social norm . A ppreciation concerns evaluations m ade o f  
“sem iotic and natural phenom ena” (M artin & W hite 2005:43), and w hether (and how ) they are 
valued  or not. A n illustration o f  th is can be seen in  the statem ent (Q3:M 6:22): “I like the language” 
[+Reaction: Inscribed]. H ere the participant is passing an evaluation on A frikaans and indicating 
that he has a positive reaction to it, and therefore that it m ust have value. Affect, on the o ther hand, 
regards expressions o f  feelings in  relation to exam ples o f  hum an behaviour and how  it m easures 
up to a system  o f  accepted societal/com m unal norm s and  expectations. E ach  o f  these three 
subsystem s is d iscussed in greater detail in the paragraphs below .
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Affect, as the m ost ‘p ersonal’ o f  the three sub-system s, naturally  concerns expressions that reflect 
em otive valuations. The four overarching areas that contribute to A ffect are a series o f  diam etrically  
opposite feelings; happiness and unhappiness, security and insecurity, satisfaction and 
dissatisfaction and, inclination and disinclination. E ach o f  these are further b roken dow n into m ore 
finely nuanced  distinctions o f  evaluations. H ow ever, for the purposes o f  th is study, th is level o f  
distinction is no t m ade, as it is no t necessary. B y th is I m ean that distinguishing w hether [-Security] 
expressed by a participant is disquiet or surprise, is deem ed not to be necessary  for the analysis.
To illustrate th is subsystem , the follow ing are exam ples o f  each o f  the sub-dim ensions to Affect. 
F irst, an exam ple o f  [+H appiness] can be seen in “It w ould alw ays stay w ith  m e” (Q 4:F7:6-7) 
[+H appiness: Evoked]. H ere, the participant is reflecting that som ething said by her grandm other 
in their ancestral language will rem ain  w ith her, even though she does no t speak the language. She 
therefore indicates affection and so [Happiness] tow ards the ancestral language. The next exam ple 
is one that illustrates [-Security]. The participant states that “people are gonna laugh at us” (F5: 
153) [-Security: Evoked] w hen attem pting to speak Z ulu  and m ispronouncing words. The sense o f  
disquiet at the potential social em barrassm ent indicates the [-Security] felt by  the participant, 
po inting to Z ulu  (or the attem pt at speaking it) as a source o f  insecurity  and so a negative em otive 
valuation. In contrast to  this, the statem ent “I adm ire their courage” (Q 4:F7:21) [+Satisfaction: 
Inscribed] directly relates the adm iration the participant says they have for non-E nglish  speakers 
w ho speak, or attem pt to  speak, English. This adm iration falls under [Satisfaction], specifically 
[+Satisfaction]. Lastly, the statem ent, “I w ish I knew  ho w  to speak Z ulu” (Q 2:F5:26) [+Inclination: 
Inscribed], is a direct expression o f  [+Inclination] in the desire by the participant to be able to  learn 
Zulu. A ll four exam ples above illustrate how  A ffect is expressed by the participants in the narrative 
elicitation interview .
Judgem ent, the subsystem  concerning evaluations o f  behaviour and its social ‘appropriateness’, 
has tw o sub-dim ensions to it: Social E steem  and Social Sanction. Social E steem  in reflected  in 
w ordings, generally, w hich convey adm iration and criticism . This includes judgem ents on 
N orm ality  (how  special som eone is), Capacity (how  capable they are), and Tenacity  (how  
dependable or reliable they are), (M artin  & W hite 2005). A n exam ple o f  th is sub-system  can be 
seen in  the statem ent “Isn 't going to help  you  econom ically  w orld w ide” (Q 1:M 1:10-11) [-Capacity: 
Evoked]. H ere the participant is m aking a negative evaluation o f  the capacity o f  A frican languages 
as regards their usefulness internationally. A n illustration o f  N orm ality  can be seen in  the follow ing 
exam ple: “M y parents don 't do it, m y friends, you  know  m y social circle” (Q 1:F1:17-18) [­
Norm ality: E voked], by  m eans o f  w hich the lack o f  use or know ledge o f  Z ulu  by  the partic ipan t’s 
social group is lam ented.
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Social Sanction manifests itself through wordings that convey praise and condemnation in 
expressing judgement of veracity (how truthful someone is) and propriety (how ethical their actions 
are), (Martin & White 2005). An example of this would be a participant’s evaluation of impropriety 
(falling under Social Sanction) on behalf of society for a certain policy, action, or lack thereof, such 
as, “we should know that cultures and languages that we're surrounded by” (Q1:F7:12-13) [­
Propriety]: Evoked]. Here the participant is not only positively evaluating African languages, but 
there is a sense of disapproval that ‘we’ do not know languages such as Zulu. Likewise, “why do 
we get the right and not them” (M6: 48-9) [-Propriety: Evoked], indicates a sense of disapproval at 
the impropriety of English medium education and a lack of mother-tongue education for groups 
that do not speak English as a first language. To further illustrate this, judgements of ‘fairness’ 
also fall within the realm of Social Sanction (this is right and this is wrong), such as M6’s assertion 
that the English medium policy at schools is: “I mean it's quite unfair” (M6: 167) [-Propriety: 
Inscribed].
Appreciation, in dealing with evaluations of texts and processes (Martin & White 2005), expresses 
the reaction to the text/process, the composition thereof, and its valuation. Reaction involves 
whether the text/process ‘grabs’ the speaker/writer (Impact) and whether s/he liked it (Quality). 
Composition concerns the balance of the text/process and its complexity. Lastly, Valuation, which 
is the most institutionally specific subsystem, as our values are formed by society and the 
institutions around us (such as schooling, government (the law) and religious institutions), 
expresses whether the text/process has social significance (i.e. whether it is worthwhile) according 
to the textual voice (the participants in this case). In the statement “I don’t know if I’d really like 
need it as much” (M4: 52), the participant is expressing [-Valuation] of Zulu in questioning whether 
he would need it in his day-to-day life. Likewise, a positive evaluation of composition is expressed 
in “Afrikaans would be easier” (M3: 91) when the participants were asked about their FAL choice. 
Both of these examples are evaluating particular languages and their value/role in their lives, 
making them expressions of Appreciation.
One can see from the above account that the APPRAISAL system is well suited to the task of 
eliciting the MESes’ responses to questions concerning the language issues in their lives, 
particularly those that stimulate the emotions, judgements and valuations that they have concerning 
English, Zulu and their monolingual status. The second sub-system of APPRAISAL is discussed 
in the next section.
3.5.2.2 Graduation
Graduation concerns the gradable meanings by which speakers/writers raise and lower the force of 
their propositions, or sharpen and soften the focus of the semantic categories involved (Martin &
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W hite 2005). These graduations involve attem pts to scale the expressions m ade by the textual 
voice. F igure 4 indicates the G raduation sub-system s.
Figure 3.6: The Graduation sub-system
Force involves the in tensification and quantification o f  propositions, w orking w ith m anifestations 
o f  attitude to increase or decrease the ‘v o lum e’ o f  the attitudes expressed (M art in & W hite 2005). 
The intensifications and quantifications can either be up-scaled  (raised) or dow n-scaled (low ered) 
to  change the grading o f  the m eaning. Intensifications grade in term s o f  Q uality and Process. The 
U pscaling o f  an attitude usually  indicates or expresses a ‘m axim al com m itm ent’ to the value 
position  that is being  conveyed to the text receiver (in this case the interview er). In doing th is there 
is a strong attem pt to align the receiver w ith the upscaled value position  (M artin & W hite 2005). 
On the other hand, the dow nscaling o f  an attitude expresses that the producer is portraying a partial 
or even tenuous affiliation w ith the value position  being put forw ard (M artin  & W hite 2005). Thus 
the ‘dialogic space’ is being left open for the receiver, w ith room  for h im /her to agree or disagree. 
This is explored further in  the section 4.3.2.2 to  fo llow  (page 120). T he follow ing are 
exem plifications o f  w hat has been outlined above. The statem ent, “I ’ve alw ays w anted to” (Q1 :F1: 
17), [Process: U pscaled] is an exam ple o f  an upscaled process, as the w ord  ‘alw ays’ intensifies the 
process o f  wanting. Thus, the producer is fully com m itted  to h is/her statem ent and desire to learn 
Zulu. A n exam ple o f  an upscaled quality is: “Z u lu ’s quite im portant” (Q1:F5: 3), [Quality: 
U pscaled], as the w ord  ‘qu ite ’ intensifies the quality o f  Z ulu  being  spoken about; that is, its 
im portance. Q uantification involves grading o f  A m ount (both relating to num ber, and m ass), for 
exam ple (Q 2:F6:5) “m ost people know  E nglish” [Number: Am ount: U pscale] and E xtent (both 
scope (or distribution) and proxim ity in  tim e and space) (M artin  & W hite 2005) e.g. (Q 2:F6:5-6) 
“it's m ore widely, like, internationally  spoken” [Extent: D istribution: Upscale].
The subsystem  o f  Focus concerns how  the sharpening or softening o f  the prototypicality  o f  the 
sem antic categories involved in the tex t effects the degree o f  com m itm ent and the value position
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expressed by the participant. It also affects ho w  m uch the participant attem pts to align the 
in terview er w ith  the value position. The Sharpening or ‘up-scaling’ o f  an item  involves increasing 
the value p o sition ’s alignm ent as the prototypical version o f  som ething. Thus the exam ple 
(Q 6:F 1 :18) “I w as a true South A frican” [Sharpen: U pscale: Positive A ttitudinal m eaning] indicates 
that the participant could be the truest form  o f  South A frican i f  she could  speak m ore than English. 
W hereas (Q 4:M :6-7) “i f  y ou  have to ta lk  to anyone in E nglish  they 'd  like sort o f  understand” 
[Soften: D ow nscale] softens or ‘dow n-scales’ X  “so as to  characterise an instance as having  only 
m arginal m em bership in the category” (M artin  & W hite 2005: 138), thereby softening the focus o f  
the value position  being advanced, nam ely that anyone you  speak to will understand English. The 
softening o f  language has been  related  by theorists (such as L akoff (1972)), to the use o f  hedges in 
language (W hite 2004, M artin  & W hite 2005) and can be exem plified  in  the data in instances such: 
‘Y ou  know ’ and ‘I m ean’, phenom ena discussed in  chapter 4.
The effect o f  such gradings serves to  indicate “greater or lesser degrees o f  positiv ity  or negativ ity” 
(M artin  & W hite 2005: 135). The lexical item s used to convey these gradings can occur in two 
form s, nam ely, Infusing and Isolating. Instances o f  Isolating involve the use o f  a separate item  
w hich carries the sem antic w eight (w hether solely or prim arily) o f  the graduation (see exam ple 
from  F2 below ). Instances o f  Infusing, by contrast, involve item s in w hich “the sense o f  up/dow n- 
scaling is fused w ith a m eaning w hich serves som e other sem antic function.” (M artin & W hite 
2005: 142) (see exam ple from  M 2 below ). Gradings that are term ed  Isolating are those that have a 
separate term  in w hich the grading m eaning is conveyed, such as “we should in fact do that and it 
could also unite us m ore” (Q1:F2: 6-7) [Process: U pscale], w here the w ord  “m ore” conveys all the 
m eaning for the Graduation. Infusing G raduation is w hen the grading is “they speak fluent E nglish” 
(Q 1:M 2:36), [Quality: U pscale: Infusing]
In  Focus, w hen the attitude softened is negative, this is indicative o f  the authorial voice lessening 
its com m itm ent to and investm ent in the value position  being  put forward. This serves to placate 
those who m ight disagree w ith the negative attitude proffered  (M artin & W hite 2005) and attem pt 
to  lessen the im pact o f  the gap betw een producer and receiver, should there be such a disagreem ent. 
This can be seen in the statem ent m ade by F5, “W e can ’t really  change a lo t” (Q1 :F5:10), [Softened: 
N egative: Isolating], w hereby the participant seeks to dow nplay its com m itm ent to  the value 
position  that the L iE P issues (concerning English) in South A frica cannot be changed. The 
participant is aw are that I could  possibly disagree w ith this statem ent (the stim ulus article 
(A ppendix  11) overtly disagrees), and so is offering a conciliatory softening in case th is is true, in 
an attem pt to  m aintain our ‘rela tionsh ip’. W hen the attitude being softened is positive, th is often 
indicates that the producer is aw are that the statem ent being  m ade m ay poten tially  have a negative 
im pact on h is/her relationship w ith the receiver, and so is seeking to m itigate the value position  and 
their com m itm ent to it (M artin  & W hite 2005): (Q 2:F5:5-6) “you  can 't really use it to exclude or
66
include people” [Softened: D ow nscale: Positive]. L ikew ise, there are im plications in the 
sharpening o f  positive or negative attitudes. W hen the graduation is a case o f  Sharpen (Upscale), 
particularly  o f  a positive attitude, this indicates “m axim al investm ent by the authorial voice” 
(M artin  & W hite 2005:139) to the value position  conveyed in the text. In  doing so the p roducer is 
seeking to align the reader strongly w ith  the value position, e.g. (Q 5:F1:1) "definitely differently 
than  w hat m y parents did” [Sharpen: U pscale: Positive].
3.5.2.3 Engagement
The E ngagem ent subsystem  concerns ho w  speakers adjust their line o f  argum ent or propose 
propositions and, how  they negotiate  the relationship w ith  the listener (W hite 2004). It reflects the 
resources used by a speaker or w riter to disregard, deny, acknow ledge or agree w ith different points 
o f  v iew  or assertions regarding their subject m atter. Texts can be m onoglossic or heteroglossic - a 
m onoglossic tex t is one in w hich there is no recognition o f  dialogistic alternatives (i.e. o f  different 
points o f  v iew  or argum ents), w hereas a heteroglossic text recognises these alternatives to greater 
or lesser extents (W hite 2004, M artin  & W hite 2005). The E ngagem ent sub-system  enables one to 
identify these alternative voices in  the discourse and to categorise them . A ccord ing  to Engagem ent, 
the text p roducer can either challenge any dialogically  alternative positions (through dialogic 
contraction) or allow  for these alternative positions (through dialogic expansion) (M artin & W hite 
2005). A  diagram  o f  the E ngagem ent sub-system  is seen be low  in F igure 3.7.
F igure 3.7: The Engagem ent sub-system
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B elow  are exam ples from  m y study o f  both  C ontraction and E xpansion, in  order to illustrate the 
processes (the +  or -  at the end o f  the bracket indicates attitudinal m eaning):
(a) Contraction: (Q 1:M 7:1-2) “it's unfair that people that do not speak E nglish  have to  be 
taught in E nglish” [Pronounce]
(b) Expansion: (Q 1:F2:7) "It could  unite us m ore” [Entertain]
The above illustration o f  expansion in b is an exam ple o f  E ntertain  (w ith a positive attitudinal 
m eaning). The expansion can either be an instance o f  E ntertain  or A ttribute, as can be seen from  
F igure 3.7. To entertain  a dialogic alternative in certain w ordings, the authorial voice “indicates 
that its position  is bu t one o f  a num ber o f  possible positions and, thereby, to greater or lesser 
degrees, m akes dialogic space for those possib ilities.” (M artin & W hite 2005:104). This can be 
done through distinguishing betw een  ‘evidentials’ or through w ords representing ‘likelihood’ (see 
F igure 3.7), how ever this, as w ith certain cases in 3.5.2.1, w as deem ed to  be an unnecessary 
distinction for th is particular analysis. Consequently , [Entertain] has been  used to code anything 
that is ju d g ed  to  fall under that definition. The follow ing exam ple, (Q 6:F1:5-6) “i f  I w as able to 
speak m any languages” [Expand: E ntertain], is an illustration o f  this. In  order to expand a text 
dialogically, one can also em ploy ‘A ttribu tion’. A ttribution concerns those w ordings by w hich the 
textual voice represents the “proposition  as grounded in the subjectivity o f  an external v o ice .. .[and] 
represents the proposition  as bu t one o f  a range o f  possible positions -  it thereby entertains or 
invokes these dialogic alternatives” (M artin & W hite 2005:98). This can be done through the use 
o f  A cknow ledging or D istancing, how ever, this, too, w as deem ed to be superfluous to  the 
requirem ents o f  th is analysis. The term  [Attribute] is used to  code expressions o f  th is kind, such as 
the follow ing example: (Q 3:F2:106) “They said it w as hard  to cope as w ell” [Expand: A ttribute].
E xam ple (a) (see above) is an exam ple o f  dialogic contraction through [Pronounce] (w ith a negative 
attitudinal m eaning). C ontractions are realised  through tw o strategies, nam ely, D isclaim  and 
Proclaim , w hich “contract the dialogic space rather than  opening it up” (M artin  & W hite 2005: 
117). D ialogic contractions aim  to exclude or disregard other possible voices through a variety  o f  
different wordings. D isclaim  involves the textual voice positioning itse lf  as rejecting, constrain ing 
or opposing a contrary position  (W hite 2004, M artin  & W hite 2005). Strategies to  do th is include 
D eny and Counter. D eny is w here an alternative positive position  is pu t forw ard in order to reject 
it, thereby aligning w ith the negative. (Q 3:F2:53) “I d on’t m ean th is in  a racist w ay” [Contract: 
Deny]. Counter, on the other hand, is evident w hen a counter expectation is set up or a concession 
is m ade (Q 6:M 2:25-26) “but for m e no w  I m ean I don 't really  find it useful you  know  w here I'm  
living” [Contract: Counter], and is the o ther strategy for dialogic Disclaim ing.
The last E ngagem ent resource is Proclaim . H ere, the textual voice uses proclam ation to contract 
the dialogic space by setting itse lf  as contrary to, superseding, or ruling out alternative positions by 
“representing the proposition  as highly  w arrantable” (M artin  & W hite 2005: 98). A n illustration o f
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this is the pronouncement in the example above. There are three sub-systems by which this may be 
achieved, namely Concur, Pronounce and Endorse, to the first of which we now turn. By using 
wordings that indicate that the textual voice is agreeing with a certain dialogic alternative, or as 
having joint knowledge with the addressee, Concurrence is invoked (White 2004, Martin & White 
2005). An example of this can be seen in the following (Q5:F4:4) “oh of course English”. Here the 
participant is conveying that she concurs with the question of the interviewer concerning whether 
she would want her children to speak English. Pronounce, by far the most common form of 
Engagement encountered when analysing the interviews (see section 4.3), “covers formulations 
which involve authorial emphases or explicit authorial interventions or interpolations” (Martin & 
White 2005: 127). Thus in situations where the authorial voice is making statements or assertions 
about which there appears to be no room to disagree or to manoeuvre in the dialogic space, a 
Pronouncement is being made (see example (a) on previous page). Finally, Endorsement refers to 
the use of wordings whereby the authorial voice validates or ‘approves’ a proposition that it has 
attributed to an external voice, there were no examples of Proclaim that were coded as [Endorse] 
in my analysis.
3.5.2.4 Inscribed and evoked APPRAISAL
When coding instances of APPRAISAL, it is important to note that it is not always a straight 
forward task. APPRAISAL can be realised in two ways -  either by direct encoding in the semantics 
of a word used, or through an implied meaning triggered by a word or set of words (a token) in a 
text (Martin and White 2005). A meaning that is seen to be directly drawn from the word or 
expression used is what is called inscribed appraisal. The interpretation of the instantiation is 
inscribed in its semantics and is explicit in its meaning (Martin and White 2005: 61). Of the 
examples used to illustrate the different subsystems of APPRAISAL, the following are examples 
from my data of inscribed appraisal:
1) I wish I knew how to speak Zulu (F5: 83)
2) I admire their courage (F7: 184)
3) I like the language (M6: 106)
4) Afrikaans would be easier (M3: 89).
However, there are occasions when the response elicited from the reader/listener is done not 
through the semantics of the word used, but through the overall impression of interpersonal 
meaning elicited by the token. In such circumstances the meaning is ‘evoked’ (Martin & White 
2005:61-62). Examples of this in my data are seen below:
1) (F5: 153) “people are gonna laugh at us”. A sense of insecurity ([-Security]) or discomfort 
is evoked by the use of this phrase, as it is clear that the participant is not doing something
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with the intention of being funny, and so being laughed at is not a desirable response. Thus 
the term ‘laugh’ only evokes the intended meaning through its context.
2) (Q4:F7:6-7) “It would always stay with me”. Here the participant does not mean that the 
statement would physically stay which her, nor does she just mean that she would 
remember the phrase. The evoked meaning is that the content of the statement will always 
mean more to her because her grandmother chose to express it in their ancestral language 
and so there must be deeper meaning attached to it. It expresses a tone of affection, and so 
[+Happiness].
3) (M6: 144) “I don't think I would take up the opportunity (to learn Zulu)”. Here, the 
indication that the participant doubts he would learn Zulu if an opportunity presented itself 
evokes a sense that he does not value Zulu highly enough to expend the extra energy 
required to learn it. This [-Valuation] is not explicit in the lexical items chosen.
4) (Q3:F1: 29-30) “Let’s take this to a real life situation”. In this example, the participant is 
talking about second language learning methods, particularly her experience with Afrikaans 
FAL. She states that making language learning about knowing how to function or express 
yourself in a FAL is more important that learning it ‘purely academically’. Thus, without 
overtly stating it in this phrase, she is expressing a sense of [+Propriety] in relation to what 
is termed ‘practical language learning’ (see section 4.3) in this thesis.
Thus an inscribed instantiation is one in which the APPRAISAL realised is explicit and clear from 
the lexis. Such instances are easier to code than are instances of evoked APPRAISAL, which is 
often realised through context (Droga & Humphrey 2002). Indeed, the producers themselves (ie 
the participants) may not be ‘fully aware’ that they are portraying an ideology that they do not 
promote when speaking explicitly. Thus evoked APPRAISAL is usually ideologically significant 
and, while seemingly more based on interpretation and not ‘concrete’ analysis, it cannot be ignored.
In my analysis there is a combination of the two forms (inscribed and evoked), however there is far 
more evoked meaning. This can be seen in Appendix 15 where there is an example of the 
spreadsheets used to analyse the qualitative data. The full spreadsheets can be found in e-Appendix 
1. As language is an emotive topic in South Africa, it results in more indirect expressions of 
feelings, opinions, and positions about language.
At this point the difficulty in coding in terms of the often multiplicity of meanings layered in a 
participant response is addressed. The data very often reveals more than one expression within a 
single subsystem. An example is the statement (Q1:F4:8-9) “You can’t learn because you don’t 
know what they’re saying” [-Security; -Capacity] where the participant is expressing insecurity 
about learning in a language one does not understand, while also expressing the lack of capacity 
involved in not understanding the MOI. Thus double and sometimes even triple coding (Adendorff
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& de K lerk  2005) is used in order accurately to  analyse all the different elem ents o f  A PPR A ISA L 
at play in any given utterance.
Thus the A PPR A ISA L system  provides a broad-based  fram ew ork w ith  w hich to  analyse the 
attitudes revealed  in the narrative elicitation interview s w ith the participants in m y study.
3.5.2.5 Selection, coding and analysis of narrative data
A s indicated  in the above account o f  A PPR A ISA L analysis, by  w ay o f  the data  used illustratively,
the data  com prise answ ers to certain  o f  the questions asked in the narrative elicitation interview
(described in 3.4.2). The rationale beh ind  the selection o f  particu lar questions (w hich constitute the
data) and not others, as well as issues arising w ith coding the data, and w ith the analysis process,
are provided in th is section. T he units o f  data prim arily  appear in tw o forms. Form  A  is an
uninterrupted unit o f  narrative from  the respondent. A n exam ple is (Q 3:M 6:9-13) “and they w ere
saying that people the Z ulu  boys w ere like laughing at them  like 'w hat are they doing here' like but
speaking in  Z ulu  about them  but you  could sort o f  pick up that they m ocking you  for like 'why are
y ou  here' sort o f  th ing  um  but he 's finding it okay but I m ean Z ulu 's probably  like a really  hard
language so he m ust he can't be acing it” . Form  B involves units w here I m ay have in terjected  in
som e way, usually  w ith  m inim al responses, bu t I have not altered  the speech o f  the participant and
they have rem ained topically  coherent. A n exam ple o f  this kind o f  data  is (Q 4:M 4:14-21):
P: um  well to m e I I I i f  they not an E nglish  speaker the k ind  o f  for som e reason feel sorry for
them  ()
I: okay
P: because I know  that I p robably  can 't speak their language and a feel a b it asham ed that I
can 't really speak w hat w hat they can () bu t they put in  the effort to speak w hat I () speak 
m y language () w hich ja  uh you  do get a feel o f  sham e () like 
I: oh okay
P: th a  that they have put in  the effort and you  haven 't bu t () other than  that ja
W hen exam ples p rovided  are o f  the second kind, I generally  exclude the in terv iew er’s responses 
in order to allow  for a better flow  o f  the partic ipan ts’ answer.
In  total, 18-20 questions w ere generally  asked o f  the participants. A s m entioned in 3.4.2 , I did not 
alw ays ask all 20 questions o f  all the participants. The m ain questions are listed  in  the table that 
follow s (Table 3.10). O f the responses to the 21 questions, those six that w ere chosen to  be the data 
for the A PPR A ISA L  analysis w ere those that e licited  the m ost (and richest) data -  particularly  form  
A  and form  B as described earlier. They are responses to  questions that reveal m ost thought from  
the participants. This can be seen in the second colum n o f  Table 3.10 (The th ird  colum n o f  Table 
3.10 indicates w hich research question(s) the analysis question generally  seeks to answer).
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Question AnalysisQuestion
Research
Question
1. What is the gist of the article and do you think it has a point? 1 1,2
2. Are there any parts of that article that make you feel uncomfortable?
3. Do you think English (and or Zulu) is inclusive or exclusive? 2 1, 4
4. Do you think knowing Zulu would be useful?
3
1, 2
5. Do you see languages as purely school subjects or life skills?
6. Why did you choose Afrikaans FAL?
7. Do you feel that there is no opportunity to develop Zulu as you don’t come into 
contact with it?
8. What do you think your parents would say if they read this.
9. What do you think about the quote from Nelson Mandela? 4 1, 2,4
10. Do you think Zulu speakers should be able to be taught in their mother 
tongue?
11. Do you think problems could be fixed if more English speakers could speak 
an African language?
12. What do you think if/when you come into contact with non-Zulu speakers who 
can speak Zulu?
13. In contact situations with a Zulu Speaker, what language do they usually 
speak in? Why do you think that happens? Do you ever speak Zulu to them? 
How come?
4 1, 2,4
14. What language(s) would you want your children to speak? 5 2
15. Do you think people are unfair towards English speakers? Especially in the 
article.
16. Imagine you were a Zulu child going to an English medium school for the first 
time. How do you think you would feel?
17. Would being able to speak more languages make people better South 
Africans? 6 1,2
18. Do you think being exposed to Zulu media would help you develop a 
communicative ability in Zulu?
19. Have you ever been out of Durban and found only English a problem?
20. What would you think if Julius Malema started to address the population in 
Zulu only?
21. What would you make the language policy at schools if you were the Minister 
of Education
Table 3.10: Full list of interview questions indicating which are used as Q1-6 for APPRAISAL
analysis
All six, as I show  in section 4.3, reveal a discourse o f  com prom ise due to  a conflict o f  identity at 
the core o f  the M ES in D urban. Further to this, no t all cases ( ‘cases’ referring to  a partic ipan t’s 
response to the question, i.e. F I ’s response to Q1 is a case, F 2 ’s another) for each question were 
used. V ery short cases (in term s o f  num ber o f  lines), and/or cases that w ere lacking in analysable 
content (i.e. participants ju s t m aking m inim al responses to questions by the in terview er or no t really 
answ ering the question asked etc.), w ere discarded. The aim  was for an analysis to  be done on 
betw een 5 and 10 cases p er question, and in the end th is w as narrow ed dow n to 9 cases per question. 
T hese cases w ere no t always distribu ted  evenly betw een  m ale and fem ale participants, as content 
w as the driving criterion for selection (see 5.3.1 regarding the issue o f  gender in  the analysis). Table 
3.11 to fo llow  indicates w hich cases (participants) w ere used for each question. The table also 
reflects the race o f  each participant below  their participant num ber. The transcrip ts o f  these cases 
can be found in  e-A ppendix 1.
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F1
(W)
F2
(I)
F3
(I)
F4
(W)
F5
(W)
F6
(W)
F7
(I)
Sub­
Total
M1
(W)
M2
(I)
M3
(I)
M4
(W)
M5
(I)
M6
(W)
M7
(I)
M8
(W)
Sub­
Total
Total
cases
1 X X X X X X 6 X X X 3 9
2 X X X X X 5 X X X X 4 9
3 X X X X X 5 X X X X 4 9
4 X X X X X X 6 X X X 3 9
5 X X X X X 5 X X X X 4 9
6 X X X X 4 X X X X X 5 9
Total
cases
6 4 2 5 4 5 5 31 4 5 1 3 2 4 2 2 23 54
Table 3.11: cases used per interview question for APPRAISAL analysis
A s an evaluative fram ew ork, A PPR A ISA L  allow s m e to investigate ho w  the M ES feel about the 
factors under investigation (i.e. English, A frican languages (Zulu), m onolingualism  and 
plurilingualism ) through how  they evaluate them  in their narrative interview s and, in the process, 
ho w  they try  to align both  m e (as the receiver o f  w hat they say), and the w riter o f  the article (and 
the values reflected  in  it) w ith specific opinions, attitudes, values and ideologies. An A PPR A ISA L 
analysis also illum inates how  the participants justify  (or do not justify) their status as m onolinguals 
in a plurilingual context, and ho w  they engage w ith, for exam ple, the ideology o f  the ‘R ainbow  
N atio n ’.
W hat follow s is a b reakdow n o f  each o f  the 6 questions used in the A PPR A ISA L  analysis, details 
o f  the participants chosen (see Table 3.11), and an outline o f  the th inking behind  each question 
and its relevance to the study.
Question 1: What is the gist of the article and do you think it has a point?
This question (Q1) w as created  as a ‘way in ’ to the conversation. It relates directly to the stim ulus 
article (see A ppendix  5) as it asks the participants, firstly, w hat they th ink  the article is about and, 
secondly, i f  they  th ink  it has a point. A s indicated  earlier, the article is very  pro plurilingualism , the 
learning o f  A frican languages and using A frican languages in  official functions. It prom otes 
p lurilingualism  in South A frica as a w ay to social cohesion and progression. It is also quite critical 
o f  E nglish  and E nglish  m onolinguals. This question in essence seeks answ ers to  research questions 
one and tw o -  gathering inform ation regarding the partic ipan ts’ attitudes tow ards English, Z ulu 
(and A frican languages in general), m onolingualism  and p lurilingualism  (all o f  w hich is touched 
on in the stim ulus article). T hese attitudes and ho w  the participants attem pt to reason w ith  and 
ju stify  their reactions to the article also provide insight into the state o f  their ideology and identity, 
as sought in  the second research question. The answ ers to  this question relate to insights from  the 
literature surrounding w hat ideological rem nants from  the colonial and A partheid  eras still hold  
sway w ithin th is young M ES population. L ikew ise, m arkers o f  a m onolingual m indset are also 
evident (see section 4.3). Interestingly, w ith these m arkers there are also indications o f  a strong 
attachm ent to  the ‘R ainbow  N atio n ’ ideology, and so a very  positive ou tw ard  association with 
p lurilingualism , A frican languages and m other-tongue education. This how ever conflicts w ith  the
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m onolingual m indset, and points to the fractured and conflicted  sense o f  identity, through a 
discourse o f  com prom ise, that the participants exhibit. For th is question the participant breakdow n 
is 6  fem ales and 3 males.
Question 2: Do you think English (and or Zulu) is inclusive or exclusive?
Q uestion tw o (Q2) was a question designed to ascertain  the partic ipan t’s attitude tow ards and 
opinions o f  E nglish  in  term s o f  its positon and role in the country. It also serves to  ju d g e  how  
w idespread and w ell know n participants believe E nglish  is, particularly  in South Africa. O bviously 
these m atters w ill h ighlight any m onolingual m indset, and m any o f  the m ain tenets o f  a 
m onolingual m indset -  such as E ng lish ’s ‘norm ality ’ and beneficial nature, as well as its 
naturalisation -  and are evident in the responses to th is question. Initially  the question w as only 
asked regarding E nglish , how ever, after the pilot, it becam e evident that m any participants felt 
exclusion on account o f  girls speaking Z ulu  at school. Thus the question w as extended to inquire 
w hether participants had  ever felt excluded due to another language (or Zulu). The exact phrasing 
o f  the question varied  from  in terv iew  to in terv iew  depending on the im m ediate context in w hich it 
w as asked (previous questions or responses as well as the partic ipan t’s overall attitude so far). 
Som etim es the issue o f  exclusion and Z ulu  cam e up spontaneously in the in terv iew  or in response 
to  the question regarding English. Som etim es it w as asked directly. The question w as usually 
phrased  as follows: “D o y ou  th ink  that English  is ever used to exclude people?” . The other m ain 
phrasing w as “D o you  th ink  that E nglish  is used to exclude people or do you  th ink it's m ore o f  an 
inclusive language?” . H ere w hen I used the term  ‘m o re’ it w as used to elicit a com parison (not 
exclusive, bu t inclusive). This relates to responses considered in  4.3.2.2. The original point o f  
departure for th is question can be found in the stim ulus article (A ppendix  5), w here there is a quote 
from  Julius M alem a concerning South A frica’s use o f  E nglish  excluding the m ajority  o f  people 
from  the form al economy.
Question 3: Why did you choose Afrikaans FAL?
Q uestion 3 (Q3) is a com bination o f  3 different questions asked o f  the participants. These three are
questions 4, 5 and 6 in the original in terv iew  schedule (see Table 3.10). O riginally only Q uestion
6 (W hy did y ou  take the language (FA L) you  took in H igh School?) w as to be used for analysis
Q3, how ever w hile ‘c lean ing’ the in terv iew  transcrip tions to be subjected to the A PPR A ISA L
analysis, it becam e apparent that the three should been used in  com bination, as the questions often
cam e up in connection w ith one another. O n occasion the participant naturally  covered the content
o f  questions 4 and/or 5 w hile answ ering question 6, and som etim es the other topics o f  5 and/or 6
cam e up naturally  in discussion o f  4 (or v ice versa). N ot all o f  the 3 questions were asked explicitly
o f  all o f  the selected 9  participants (5 fem ales and 4 m ales), resulting  in som e responses being
longer than  others. As w ith previous questions, the fem ale participants tended  to be m ore verbose
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than  the m ale participants, resulting  in m uch longer responses (particularly F2). H ow ever, overall, 
the transcrip ts o f  the interview s w ith the selected  participants (see e-A ppendix 1) y ield  relevant 
insight into the reasoning behind, firstly, the choice o f  FA L (question 6), secondly, w hether the 
participant sees language as som ething o f  a useful life skill, or purely a school subject to be passed 
(question 5), and, thirdly, w hether they th ink  know ing Z ulu  w ould  be useful (question 4). E ach o f  
these three questions is insp ired  by content in the stim ulus article, and as such is seen to be 
som ething that the participant w ould  be responding to in som e way. N aturally, m any o f  the answ ers 
involve anecdotal evidence, explanations or stories. The fem ale participants refer frequently  to the 
issue o f  ineffective FA L teaching, as their previous A frikaans teacher is reported  to  have been  not 
‘very  g o o d ’, w ith a new ly appointed teacher seem ingly an im provem ent. This results in  interesting 
social Judgem ents and A ppreciation expressions, particularly  concerning language learning and 
language teaching. M any o f  the boys focus on a displeasure w ith  the com position o f  the Z ulu  FA L 
class.
Question 4 What do you think about the quote from Nelson Mandela?
The responses to question 4 (Q4) are generally  shorter than to the previous 3 questions. The 
question is m uch m ore ‘targe ted ’ to a specific item  in the stim ulus article. This question centres on 
w hether the participants think form er President N elson M andela ‘had  a p o in t’ or ‘w as onto 
som eth ing’ in the quote attributed to  h im  in the article. T he quote in question is as follow s, "[I]f 
y ou  talk  to [a m an] in his language, that goes to  h is heart." A  typical exam ple o f  the w ay the 
question was asked is as follow s (F1: 164-166):
I: oh I see, cool. um  there's a quote in there from  N elson M andela, um , talk  =
P: =  i f  you talk  to a m an in his language, that goes to his heart?
I: do you think he's got a point there?
In  m any o f  the cases I asked participants w hat their thoughts w ere o f  non-E nglish  speakers who 
attem pt to speak to them  in E nglish  (and therefore, by extension o f  the quote, to ‘speak to their 
h ea rt’). This w as focused on m ore by the m ales than  the fem ales, but p roduced very interesting 
results in term s o f  their characterisation o f  people w ho attem pt to  speak another person 's language.
Fem ale responses tended  to be longer than  m ale responses in general, resulting in  a split o f  6
fem ales to 3 m ales in  the cases selected  for analysis (see Table 3.10). This b igger difference in the
num ber o f  m ales to fem ales has proved  useful in certain  instances in looking at gender differences,
how ever, the issue o f  gender is only addressed in 5.3.1. Q4 deals w ith a hypothetical situation -
speaking to people in  their m other-tongues, and the partic ipan ts’ evaluations o f  th is scenario. A
corresponding question (question 13 in Table 3.10, see A ppendix 20 for extracts), deals w ith the
actual practices, experiences and assum ptions o f  participant w hen faced w ith  an interaction w ith a
speaker o f  a different language (particularly  Zulu). Q4 w as chosen as it addresses the issue o f  the
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conflict betw een the ideological im pact o f  the R ainbow  N ation  ideology, and ho w  the participants 
relate to it v iz  a v iz  their experience as E nglish  speakers. Illustration o f  this discourse o f  
com prom ise contributes to the answ ering o f  research  questions one and two. The continued 
investigation into any possib le differences betw een m ale and fem ale responses contributes tow ards 
answ ering research question 3.
Question 5: What language(s) would you want your children to speak?
Q uestion 5 (Q5) is a question that w as designed to  get the participants to th ink about the future, 
and future hypothetical South A frican children -  their ow n in particular -  and how  they w ould  w ant 
or im agine the linguistic landscape to be. This w as in tended to reveal: th e ir attitudes tow ards their 
ow n m onolingual status (through an assertion as to w hether they w ould  w ant their children to be 
plurilingual); their attitudes tow ards the role o f  A frican languages in South A frican society; and 
their perception o f  p lurilingualism  and the effects o f  language learning at school. R esponses to this 
question provides insight into the conflict betw een the R ainbow  N ation  ideology that is established 
as influencing the partic ipan ts’ responses (particularly  w hen dealing w ith abstracts and  potentials), 
as well as the pulls and fears o f  the m onolingual m indset. The participants are presented w ith a 
hypothetical future scenario but, because it is referring to their ow n children, the responses are by 
necessity  grounded in the partic ipan ts’ ow n experiences and fear or judgem ents.
Thus, Q5 does no t d raw  directly on any content o f  the stim ulus article nor does it overtly refer to 
it. H ow ever, the stim ulus article speaks a lot about the experiences and situations o f  school-going 
South A fricans, and in particu lar the priv ileged position  o f  E nglish  speaking South A fricans w ithin 
the schooling system . It also highlights particu lar disadvantages that can be read into the position 
o f  a M ES in South Africa. T heir having ju s t read  the article, it is practical to assum e that these 
concerns and positioning will in  som e w ay im pact upon the partic ipan ts’ responses. The question 
is phrased  in a few  slightly different ways depending on the flow  o f  the question. The participants 
w ere first asked to ‘im agine’ or ‘p re ten d ’ that it is 10/15/20 years in the future and they have 
children. The m ain question posed  to them  then  w as w hat they w ould  w ant or like their children to 
speak. The follow ing are four exam ples (1.1 - 1.4) o f  the phrasing used:
1.1 (F2: 275-277) “um  i f  you  could pick  any languages for them  to be able to speak w hat w ould 
y ou  w ant them  to speak”
1.2 (F5: 252- 255) “um  w ould  you  w ant them  to be bilingual, to be able to speak, i f  you  i f  you
could  pick  any languages that they w ould  g row  up being  able to speak fluently - cos kids can 
speak anything - w hat w ould  you  w ant them  to speak”
1.3 (M 2177-181) “no w  im agine i t ’s no w  say 15, 20 years dow n the line (m aybe sooner I d o n ’t 
know ?) and y o u ’ve got children now, y o u ’re still in South A frica i f  you  could  pick any range 
o f  languages so you  know  kids can learn language like little sponges () w hat languages w ould 
y ou  like your children to be able to speak in  South A frica” .
1.4 (F4: 179-181) “um  so im agine it's 10 to 20 years dow n the line okay () in the future () and now
you 've got kids, you 're  still liv ing in South A frica () um  if  you  could  p ick  any languages for
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them  to speak um  w hat w ould you  w ant them  to”
D ifferent participants required  different am ounts o f  qualification or explanation as to w hether they 
w ere in terpreting the question correctly (som e required  none), m ainly regarding w hether they were 
allow ed to p ick  m ore than  one language. This in itse lf  is revealing as it indicates that plurilingualism  
is no t a naturally  assum ed possib ility  for these M ESes. F or th is question 5 fem ale and 4 m ale 
participants w ere selected to provide the cases from  w hich the A PPR A ISA L  analysis w as to be 
done. The fem ale responses -  overall -  w ere longer and y ielded  m ore A ffect responses in particu lar 
than  m ale responses did.
Question 6: Would being able to speak more languages make people better South Africans?
Like questions 2 and 4, Q6 is based  upon a quote from  the stim ulus article, w hich the participants 
are asked to reflect on and respond to. In  th is case, the partic ipan t’s attention is draw n to the last 
tw o lines o f  the article that state, “ C an you  im agine i f  all South A fricans w ere fluent in  English, 
A frikaans, an N guni language and a Sotho language? W e w ould  all be better c itizens.” The 
participants w ere then asked i f  they agreed and thought that speaking other languages w ould  m ake 
us better South A fricans. As w ith previous questions, Q6 w as asked in slightly different ways 
depending on ho w  or w here in the in terv iew  the question cam e up, as can be seen in  exam ples 1.1­
1.5:
1.1 (F1: 260-263) “okay cool, um, the last line o f  that article it says uh, som ething to  the effect o f
i f  w e could  all speak all these different languages w e'd  be better South Africans. D o you  think 
that's true? O r do you  th ink that's a b it strong.”
1.2 (F3:190-193) “okay cool, no t really. um  okay, there 's a a, s, um  article ends (obscured aside)
article ends w ith a little th ing saying um, can you im agine i f  w e could  all speak all these 
different languages then  it says, 'we w ould  all be better South A fricans'. W hat do you  think 
about that statem ent?”
1.3 (M1: 191-193) “oh okay um  there 's a line at the end o f  th is article in the last little paragraph
that says ‘can you  im agine () to  () better South A fricans’ do you  think that's a valid  statem ent 
or do you th ink  it's”
1.4 (M2: 256-258) “O kay () um  () at the end o f  that () o f  this article it says that i f  w e could all speak
E nglish  and A frikaans and tw o A frican languages w e w ould  all be better South A fricans () do 
yo u  th ink that’s a true statem ent or it’s a b it o ff  the m ark?”
1.5 (M8: 270-273) “oh okay cool. um  this article ends o f  w ith saying um  'so can you  im agine i f
all South A fricans w ere fluent in  E nglish  A frikaans and tw o A frican languages w e w ould  all 
be better South A fricans' () ho w  do you feel about that statem ent?”
The question is designed to draw  out participants’ feelings on national identity, and their
positioning w ith in  the notion o f  ‘South A frican’. Q6 aim s to  reveal i f  they feel threatened, or deny
the im portance o f  language in national identity  -  particularly  the im portance o f  LO T E  in relation
to ‘South A fricanness’. This w ould  then relate to ho w  the participants have fore-grounded  or
portrayed E nglish  in the previous 6 questions, and so h ighlight i f  a m onolingual m indset is present
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despite an overt prom otion o f  R ainbow ism  and plurilingualism . For th is question 4 fem ale and 5 
m ale cases w ere chosen for analysis.
F rom  this rev iew  o f  the details o f  the six questions analysed in section 4.3, I no w  turn  to  som e 
considerations involved in  the A PPR A ISA L  coding. I further detail particular points o f  contention 
or consideration that occurred during this process.
In  order to investigate patterns in the partic ipan ts’ use o f  G raduation, I broke dow n the appraised 
into different ‘topic clusters’ or groupings. T hese groups are them atically  related, such as the 
‘P lurilingualism  g roup’ w hich includes any appraised that have to do w ith an evaluation o f  
p lurilingualism , people speaking m ore than  ju s t English, E nglish  speakers speaking a LO TE, 
p lurilingualism  in education, diversity, speaking another’s language, others speaking your 
language, the use o f  the m other-tongue, and heritage/ancestral languages. A  filter w as then used 
(in E xcel) to isolate any uses o f  G raduation that involve the appraised in any given group (other 
com m on groupings include academ ic success, E nglish  and m onolingualism , A frican languages and 
Zulu). The pattern  o f  positive and negative attitudinal m eanings associated w ith each group was 
then  determ ined, as well as any patterns in scaling, or differences in ho w  the genders em ploy the 
G raduation subsystem  in relation to the appraised groupings. W hat follow s is a outline o f  the m ost 
com m on/largest groupings identified  and used in the analysis. It provides the nam e used for the 
grouping, and thereafter the different coding o f  ‘appraised’ seen in  the spreadsheets (see e- 
A ppendix  1), that are generally  included under each coding:
Plurilingualism: P lurilingualism , speaking in ano ther’s language, another speaking in  your 
language, speaking (or no t speaking) o n e ’s m other-tongue, m other-tongue, m other-tongue 
education speaking a LOTE. L anguage learning (practical/effective i.e. com m unication based  and 
theoretical/ineffective i.e. rule learning, rote repetition and academ ic), and diversity are often 
included  under th is cluster, as well as choice o f  FA L and language learning m otivation. The 
linguistic ability o f  others, as well as a need  to  develop com m unicative ability are also subsum ed 
under this cluster, as well as com m ents regarding bilingual education.
English: E nglish  as a language, m onolingualism , m onolingual upbringing: E nglish  speakers, 
E n g lish ’s dom inance, W hite/E nglish-speaking South A fricans, D urban, E nglish  as exclusive.
Self: se lf  (i.e. an A PPR A ISA L  o f  som ething affecting the participant personally  (em otionally, in 
term s o f  ability, etc.), lack o f  LO TE, lack o f  Zulu, lack o f  A frikaans, inability in LO TE, lack o f  
com m unicative ability, LL, im agined hearer, language learners (both them selves (coded as ‘s e lf ) ,  
using language/language being  used to exclude.
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Zulu: Z ulu  as a language, Z ulu  speakers, Z ulu  FA L, Z ulu  FA L class, Z u lu  speakers in  Z ulu  FA L 
class, Z ulu  girls at school, E nglish  speakers in Z ulu  FA L  class, Z ulu  FA L for Z ulu  speakers, lack 
o f  Z ulu  teaching, Z ulu  being used to exclude.
Afrikaans: A frikaans as a language, A frikaans FAL, speaking A frikaans, A frikaans teaching (new  
and old teacher at girls school), pa ren t’s A frikaans ability, learning A frikaans, A frikaans people 
ineffective language teaching (cross-over w ith plurilingualism ).
Institutions: South A frica, society, schools, LiEP. I have used the term  ‘institu tion’ to refer to a 
body or entity that has certain  structure, and rules applied to it, w hich participants can learn/relate 
to  and also react to.
Non-English speakers: th is could  fit into m ultiple categories -  such as Plurilingualism , Z ulu  and 
even English. Thus it is its ow n topic, and related  to o ther topics at the discretion o f  the researcher. 
Som e things are question specific or only occur in relation to a particular question. These are 
detailed below  as they do not alw ays fit into a topic cluster.
Academic Success: LL  affecting m arks. W hile academ ic success is closely rela ted  to E nglish  (by 
the participants), it does no t fit into the ‘E nglish  c luster’ like the o ther top ics subsum ed therein  (i.e. 
it relates variously  to  E nglish , Z ulu  and A frikaans, as well as choosing Sciences over language 
etc.). Thus it is kept as a separate topic.
O ther topics that appear often (but are peculiar to specific questions) include: E xclusion /Inclusion  
through language; A ncestral languages/heritage: Tam il, Greek, H indi, Ita lian ; M andela quote; 
French/International languages; Apartheid.
O nce the expressions o f  A PPR A ISIA L w ere coded, the task  w as to confirm  and record  w hat part 
o f  the system  each instantiation fell under. D ifficulties addressed at this stage are m entioned in the 
outline o f  the A PPR A ISA L subsystem  above. B elow  are som e ‘issu es’ that arose w hen try ing to 
classify instantiations that are no t clear cut. This highlights the som etim es subjective nature o f  an 
analytical fram ew ork such as A PPR A ISA L as the in terview er or researcher’s judgm ent, intuition 
and contextual know ledge o f  ho w  best to  analyse a certain  instantiation can be subjective.
R eaction and V aluation (Affect): M uch tim e w as spent deciding w hether an instantiation is an
expression o f  [+ /-V aluation] or [+/-R eaction]. In  the end in  the m ajority o f  cases, [+ /-V aluation]
w as opted for over [R eaction] as the participants are felt, generally, to  be m aking evaluations on a
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large scale (social/institutional) -  often regardless o f  ho w  they m ay personally  feel -  w hich often 
rem ains covertly expressed, or m ixed in  and am ong conflicting expressions. See 4.3.1.4 for further 
discussion.
Pronounce and E ntertain  (Engagem ent): E vidence o f  am biguity  and insecurity  in relation to the 
partic ipan ts’ positioning regarding E nglish  can be seen in  how  hard  it w as to code betw een 
Pronounce and Entertain. I relied  on subjectivity regarding the greater context o f  the instantiation, 
and opinions o f  others w ith experience in the field  o f  A PPR A ISA L  analysis. O n occasion the 
participants m ake a C ontraction (through the use o f  P ronounce), how ever in the ‘m idd le’ o f  the 
expression there appears to be an E xpansion o f  the dialogic space (often through the use o f  the 
phrase ‘Y ou  k n o w ’), m aking coding often  very difficult.
A ttitudinal m eaning: It w as often difficult to  ju d g e  the attitudinal m eaning o f  the participant on 
w hat w as being  E xpanded  or Contracted. Som etim es there w as no clear signal (i.e. an overt one) 
as to w hether the participant thought w hat they had  claim ed w as positive or negative. C ontext was 
often em ployed to infer this, often  using backw ards prosody (i.e. a later statem ent w ith a clear 
positive or negative attitude to  infer attitude in relation to an earlier statem ent).
3.6 Conclusion
This chapter has served to detail the m ethodological choices and considerations m ade in the 
execution o f  th is thesis. It outlines no t only the choice o f  participants (section 3.3), bu t the choice 
o f  data  collection instrum ents (section 3.4) and the analysis fram ew orks used (section 3.5). I have 
addressed the th inking behind  the schools and participants used, and the sequence o f  data  collection 
fo llow ed in each school. The th inking behind  com bining a quantitative and qualitative approach to 
the topic is detailed. B oth  the choice o f  an attitude questionnaire and a narrative data  elicitation 
in terv iew  are ju stified  and the construction o f  the instrum ents used to elicit data from  the 
participants is explained. Lessons learn t from  the p ilo t study are d iscussed and the steps taken to 
correct problem s are detailed. In  th is chapter I also describe ho w  I w ent about em ploying the chi- 
squared test and the steps taken on SPSS to generate this statistical analysis. I also explain ho w  the 
interview s w ere recorded, transcribed  and ho w  the data to be used for analysis w as selected. Special 
considerations or issues o f  note that becam e apparent during the process are detailed, and the 
strategies used to  deal w ith  them  are explained. I  b riefly  touch  on the subjectivity  o f  the 
A PPR A ISA L  fram ew ork, how ever, th is is also dealt w ith  in chapter 4. Section 4.2 provides graphs 
and further details o f  the results o f  the quantitative analysis process, w hile 4.3 provides tables o f  
results o f  the A PPR A ISA L analysis.
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Chapter 4: Findings and Interpretation
4.1 Introduction
This chapter provides a description and interpretation o f  the data  gathered from  the tw o types o f  
analysis described in chapter 3. The findings are used to provide answ ers to  the research questions 
stated in chapter 1 (section 1.3). The results analysed and detailed in th is section trace the features 
and issues expressed in the research questions, and provide data  w ith  w hich to answ er the questions. 
The research questions are no t explicitly  m entioned  in th is chapter, bu t are rather h igh ligh ted  in  the 
concluding chapter (chapter 5), as all the data from  the study are pu lled  together. D espite this, one 
can see that section 4.2 responds to research question 1 and 2 in particular, as well and the ‘sub­
question’ regarding gender. Section 4.3, on the other hand, addresses the research questions, and 
touches on the sub-question, w hich I deal w ith directly in section 5.4.1.
4.2 Attitude Questionnaire
M y reasons for conducting the statistical analysis on quantitative data  are three-fold:
1 . The results o f  the chi-squared test provide support for m y decision to include Ind ian  and 
W hite learners in the sam e social group for the purposes o f  th is study.
2. T he quantitative answ ers to the attitude questionnaire provide an overview  o f  attitudes held  
by the target population.
3. It provides answ ers to  research question 3, nam ely, “A re there attitudinal differences 
am ong M ES associated w ith gender and racial affiliations (m ale/fem ale; W hite/Indian) and, 
i f  so, w hat are they?” .
M y report o f  the statistical results falls into tw o m ain categories. F irst I deal w ith the self-reporting 
o f  the partic ipan ts’ bilingual status (see A ppendix  6 for a sam ple o f  the partic ipan ts’ answ ered 
questionnaires). This self-reporting is based  on inform ation elicited in  section one o f  the 
questionnaire. Then, secondly, I  report on the outcom e o f  m y statistical analysis, by race, o f  the 
responses o f  97 students to  the 38 questionnaire questions (see A ppendix  6). I report, too, on overall 
sim ilarities in the pattern  o f  answers. I  have, for convenience sake, chosen to  report (for the m ost 
part) on the above using the 3 steps o f  D escription, In terpretation and E xplanation  draw n 
(Fairclough 1989).
4.2.1 Self-reporting of bilingual status
This section deals w ith the self-reporting o f  b ilingual status in  Section one o f  the attitude 
questionnaire (see A ppendix 6). The first 6 questions gather general b iographical inform ation from  
the participants (age, race, grade, gender etc.). Q uestion 7 o f  Section 1 (see A ppendix  6) asks
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participants i f  they are bilingual, and then asks them  to explain why they provide the answ er they 
do. W hat follow s looks at the statistical results o f  the yes/no answ ers to the first part o f  the question 
(4.2.1.1)
4.2.1.1 Description
The statistical analysis involved using the answ ers to  the question on bilingual status as the basis 
for investigation. Overall, 31 participants answ ered ‘Y es’ to the question (“A re you  bilingual?”) 
and 65 answ ered ‘ N o ’ . Thus, ju s t over tw o th irds o f  the participants do not self-report their 
linguistic ability as ‘b ilingual’. This w as subjected to a chi-squared test (as outlined in 3.5.1) in 
order to see i f  there is a statistically significant difference in ho w  m ales and fem ales, Indians and 
w hites responded. The results are provided in  the tables and figures to  follow.
self-reporting of bilingual status Total
Yes No
Race of Participant Indian 19 18 37White 12 47 59
Total 31 65 96
Table 4.1: Self-reporting of bilingual status by race
Table 1, above, show s the breakdow n o f  responses to the Y es/N o question by race, w hile Table 
4.2, below , provides the breakdow n o f  responses to the Y es/N o question by gender:
self-reporting of bilingual status Total
Yes No
Gender of Participant Female 16 36 52Male 15 29 44
Total 31 65 96
Table 4.2: Self-reporting of bilingual status by gender
G raph 4.1 below  represents the results in Tables 4.1 and 4.2 above, graphically:
Graph 4.1: Bar graphs indicating num ber of Yes/No responses by gender and race
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A s described in 3.5.1, a chi-squared analysis is suitable for an analysis o f  statistical significance 
w ith participant groups o f  different num bers (i.e. d ifferent num ber o f  m ale to fem ale and Ind ian  to 
w hite participants). D ue to the unequal participant num bers, looking at a surface level com parison 
o f  Y es versus No answ ers does no t take into account the percentage o f  overall population and so 
will no t provide a statistically significant result. The results o f  the chi-square test perform ed on the 
data  in F igure 1 can be seen in Table 3, and are discussed thereafter in  4 .2.1.2 and 4.2.1.3.
Category p value
Race .002
Gender .729
Table 4.3. Pearson chi-squared test p values for race and gender
4.2.1.2 Interpretation
The p values show n in Table 4.3 indicate that there is no relationship o f  significance for gender. 
This m eans that a null hypothesis that there is no difference betw een ho w  m ale and fem ales report 
their bilingual status, is supported. H ow ever, the p value for race o f  .002, is w ell under the .05 
required  for significance, indicating that the null hypothesis can be rejected. This m eans that the 
assertion that there is a difference betw een Indian  and W hite responses can be m ade. Specifically, 
the Indian learners are m ore likely to self-report as bilingual than  are the w hite learners. W hen one 
looks at a b reakdow n o f  the participants w ho responded ‘Y es’ (see Table 4.2 in section 4.2.1.1), o f  
the 11 fem ale participants, only 3 o f  the yes respondents are Indian, and 8 are white. For the 15 
m ales, 12 are Indian and 3 white. This indicates that it is Ind ian  m ales, in  particular, w ho are m ost 
likely to claim  bilingual status overall, w hile w hite fem ales are m ore likely to  claim  bilingual status 
than  w hite m ales. H ow ever overall, w hite participants are less likely to claim  bilingual status than 
Ind ian  participants, as indicated  by the chi-square results d iscussed above.
4.2.1.3 Explanation
E xplanations for the difference in b ilingual self-reporting by race can be seen as likely to be 
founded in the differing fam ily environm ents o f  w hite and Ind ian  speakers. This is particularly  in 
term s o f  fam ily m em bers’ b ilingualism , and in term s o f  speaking other languages -  in particu lar an 
ancestral Indian language (as d iscussed in  2.2.1). M any grandparents o f  the generation under 
investigation speak or have know ledge o f  an Ind ian  language, as is m entioned a few  tim es in m y 
interview s (see A ppendix  14), and is evident in  som e responses to Section 1 o f  the questionnaire 
(see A ppendix 8). L ikew ise, m any Indian fam ilies are either H indu  or M uslim , w ith both  religions 
involving an association w ith a language other than  E nglish  for religious purposes (see 2.2.1). 
W hile all learners w ho indicated  fam ilial use o f  a LO T E  m ention in  som e w ay that they do not 
have a w orking know ledge o f  or fluency in  these languages, the association w ith and a surrounding 
environm ent including these languages could  possibly have an effect on ho w  ‘op en ’ these learners
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are to  the notion o f  b ilingualism , and ho w  accepting they are o f  other languages. T he differing 
historical relationship in  relation to English, o f  the South A frican Indian com m unity and the white 
South A frican population, could  also be a factor in reporting their status as bilingual. T he Indian 
com m unity is no t historically  E nglish-speaking, w hile the w hite com m unity (particularly  in 
D urban, w hich is m ainly o f  B ritish descent), has a m uch longer and pervasive historical relation 
w ith the E nglish  language, and a longer tradition  o f  E nglish  literacy.
This difference in  self-reporting o f  b ilingual status leads to the question o f  w hether the tw o race 
groups ho ld  d ifferent language attitudes, and so w hether they can or cannot be counted w ithin the 
sam e social category, as w as the case in C hapter 2. A  further question is w hether those who 
answ ered ‘Y es’ to the Self-reporting question also exhibit a difference in language attitudes 
th roughout the Q uestionnaire from  those w ho reported  ‘N o ’. Section 4.2.2 addresses these two 
questions.
4.2.2 Whether self-reporting of bilingual status on the part of participants indicates a 
difference in attitude
The follow ing section first addresses any questions that show  a statistical significance in term s o f  
ho w  the ‘y e s ’ and ‘n o ’ participants answ ered the 38 item s o f  the questionnaire. T hereafter it 
provides an investigation into the longer, open-ended  justifications/explanations m ade for the 
partic ipan ts’ answers, and w hat they reveal about the partic ipan ts’ relationship w ith b ilingualism  
and m onolingualism .
4.2.2.1 Description and interpretation
This section reports on the attitudes o f  participants in relation to the fact that though all the 
participants have the sam e educational background and academ ic exposure to learning languages, 
som e participants self-report as b ilingual, w hile the m ajority  do not. In  order to investigate where 
the tw o groups ( ‘Y es’ respondents and ‘N o ’ respondents) respond differently  to the attitudes 
investigated  in the questionnaire, a chi-squared test for independence w as run. ‘ Y  es’ and ‘N o ’ serve 
as the independent variables in p lace o f  race or gender. The chi-squared test w as run against all 38 
item s in  the attitude questionnaire. O f these 38 item s, only 2 can be show n to have a p value o f  < 
.05. This m eans that in these tw o item s only is there a significant difference in ho w  the ‘ Y es’ 
respondents and ‘N o ’ respondents answered. The relevant item s are Q uestion 6 and Q uestion 9. 
G raph 4.2 below  represents the responses to these items.
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Graph 4.2: Bar charts reflecting chi-squared test responses to questionnaire questions 6 (left) and 9 (right)
Q uestion 6 presents the participant w ith the statem ent, ‘ All A frican language speakers m ust learn 
to  speak E n g lish ’. In  th is instance the p = .044, w hich is only slightly under the m arker for 
significance. The answ ers to  this item  (seen in the graph above) are overw helm ingly Strongly Agree 
and Agree, the difference betw een them  being ho w  strong the agreem ent is. Overall, the ‘Y es’ 
respondents responded with slightly  m ore Strongly Agree responses (16) than  Agree responses (11), 
and the ‘N o ’ respondents responded  w ith m ore than double the num ber o f  Agree responses (32) 
than  Strongly Agree responses (14). G raph 4.2 above reflects these responses, as w ell as those to 
Q uestion 9 (d iscussed below).
Q uestion 9 states that ‘Speaking tw o languages is no t d ifficu lt’. It is interesting that th is item  
reflects a significant difference, especially w hen one looks at the pattern  o f  answ ers for ‘ Y es’ and 
‘N o ’ responses. All o f  the participants have an academ ic know ledge o f  at least two languages other 
than  English  -  A frikaans and Zulu. Thus the experience o f  language learning in  the classroom  is 
one w ith w hich they are fam iliar, and w ill have form ed their opinions on the basis o f  the ease o f  
learning an additional language. Those w ho indicate that yes, they are bilingual, respond m ore 
strongly that they agree w ith  the statem ent that speaking tw o languages is no t difficult (as seen in 
the righ t-hand  graph above). Those who say they  are no t bilingual, m ore strongly ind icated  that 
they disagree, or w ere unsure. W hile the num ber o f  N o respondents w ho responded Agree is equal 
to  that o f  the num ber o f  Y es respondents who responded Agree w ith the statem ent in  Q uestion 9, 
the chi-squared test allow s us to see that in term s o f  statistical significance -  taking into account 
the percentage o f  the overall num ber -  there is a difference in the responses o f  the tw o groups.
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Thus the perceived ease or difficulty o f  the acquisition o f  a second language seem s to play  a role 
in the self-reporting o f  b ilingual status, no t necessarily  ability in or frequency o f  use o f  an additional 
language. This can be seen in the answ ers to Q uestion 8 in Section 1 o f  the attitude questionnaire 
on language use in d ifferent dom ains. A lm ost all participants -  irrespective o f  their response to the 
self-reporting o f  b ilingual status -  indicate that they use E nglish  in all o f  the dom ains listed. The 
only tim e a LO T E  is ind icated  in the dom ain usage question, is w hen Indian participants (in 
particular) express a use o f  an historical language for religious reasons or in relation to  extended 
fam ily (see A ppendix  8). H ow ever, one can see from  responses o f  participants in the in terview  
section o f  the data collection that participants state they cannot actually speak these languages; they 
are m ore spoken around them . A lso, m any o f  the individuals who indicate that they use a L O T E  in 
extended fam ily or religious dom ains also reply ‘N o ’ to  the question o f  w hether they are bilingual. 
Further to th is the answ ers to  the question ‘W hy did yo u  answ er the w ay you  d id ’ (The second part 
o f  Q uestion 7 in Section 1 o f  the questionnaire, see A ppendix  6) also provide insight into the 
partic ipan ts’ choice o f  answ er and feelings or attitudes regarding additional languages. These 
responses often reflect a m onolingual m indset in their ideology (as w e shall discuss). T ables 7.1 
and 7 .2a and b (see A ppendix  9) show  a breakdow n o f  these reasons.
Table 7.1 (A ppendix  9) shows the reasons g iven by m ale and fem ale participants w ho answ ered 
‘y e s’ to the question (question 7, section), ‘Are you  b ilingual?’. The reasons provided for 
considering onese lf bilingual share m uch in com m on. I  have grouped them  as follow s w ith  som e 
o f  the participant num bers o f  those responses that are illustrative o f  the reasoning in  each grouping:
1. W e have the opportunity  to  do it (i.e. additional languages) at school as com pulsory school 
subjects (participant num bers: 1, 91, 130, 143).
2. C an speak a LO TE if  no t fluently /can com m unicate or have basic com m unicative ability, 
can understand LO TE, generally  A frikaans (one or tw o m ention Zulu) or religious languages 
(participant num bers: 16, 96, 121, 129).
3. I can speak/occasionally  speak A frikaans (participant num bers: 13, 46, 129).
4. I  can speak 2 languages fluently  (w ith som e com m unicative ability in o thers) (participant 
num bers: 3, 34, 111,136).
5. G randparents speak a L O T E  (participant num ber: 108).
In  the reasoning reflected  above, m ales are m ore likely to claim  fluency, or an ‘unqualified’ ab ility ’ 
in a LO TE (see participants 103, 111, 117, 140). B y ‘unqualified ’ I m ean they do not m odify or 
explain their statem ent by com m enting on ho w  well they speak the LOTE. For exam ple, participant 
140 states:
1.1 (140) ‘I can speak English and Afrikaans’.
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H ere he does no t m ention fluency like participants 111 and 117 do, how ever he does no t explain 
h is ability as seen in 1.2:
1.2 (121) ‘I speak English and Afrikaans. I am not fully fluent in Afrikaans’.
This is even less o f  a qualified  explanation than  one sees in the fem ale responses. W hile 3, 34 and 
91 express unqualified  explanations, the fem ales tend  to  m ake statem ents such as seen in exam ples 
1.3-1.5 below:
1.3 (16) ‘Not fluent in any language but English, but have basic communication skills’
1.4 (46) ‘I know a little bit of Afrikaans but I can’t speak fluently’
1.5 (92) ‘Although not fluently. I am able to understand the languages mentioned’
There is how ever a com m onality  in  bo th  the qualified and unqualified  reasons. The participants are 
focusing on fluency as a definite factor in w hether they are bilingual or not. This is a feature o f  the 
m onolingual m indset as d iscussed in Section 2.3.2 w hereby the expectation o f  com plete 
com petency in the languages involved is expected in order to apply the tag ‘ p lu rilingual’ . This is 
also seen w ith those w ho feel the need  to m itigate their fluency and so indicate a sense i f  ‘ concern’ 
or unease w ith claim ing bilingual status w hile know ing that they are no t fluent in a LO T E  and only 
have basic com m unicative ability (see participant 16). N one o f  the participants m ention w hether 
they actually  use their basic com m unicative ability. Partic ipant 129 com es closest, claim ing ‘I 
speak E nglish  and I  personally  feel that I  w ould  be able to com m unicate at a basic level in 
A frikaans’. W hether the ‘N o ’ responses do th is w ill be addressed in w hat follows. A s m entioned 
earlier in th is section, both  ‘Y es’ and ‘N o ’ respondents indicate a lack o f  actual usage o f  a LO TE 
in different dom ains. W e no w  address the -  m ore num erous -  responses o f  participants w ho reply 
‘N o ’ to  bilingual status. The ‘N o ’ responses for fem ale and m ale participants have been split into 
tw o tables (Table 7 .2a and 7.2b, A ppendix  9) for ease o f  reading and form atting.
Table 7 .2a (see A ppendix 9) provides the reasons given by fem ale participants for their ‘N o ’ 
responses, w hile 7.2b, provides m ale response. The num ber o f  fem ale (31) to m ale (29) ‘N o ’ 
responses is roughly equal. W ithin  the reasons given by the ‘N o ’ respondents for their choice not 
to  classify them selves as bilingual, there are a few  m ain trends, w hich I  have captured in the 
follow ing sum m ary o f  statem ents:
1. I am  not a language person/I struggle w ith languages (participant no. 17, 31, 45).
2. I am  not confident in m y FA L /A frikaans and other languages are too hard / I can ’t do A frikaans 
(participant no. 28, 47, 71, 110, 113).
3. I am  not fluent in a language other than  E nglish / I only  speak language fluently /I do not speak 
m ore than one language fluently  (participant no. 36, 65, 107, 128, 135).
4. I can understand A frikaans, bu t no t com m unicate in  it (participant no. 8, 98, 151, 138).
5. N o one speaks to m e in a L O T E /m y fam ily only speak E nglish/I d on’t have to use it/there is 
no need  to use it (participant no. 43, 60, 62, 106).
87
Fem ale explanations often fall w ithin sum m ary statem ents 1 and 3 above, w ith m any com bining 
the two. M any (11) also used the explanation that they w ere no t confident in the FA L or found 
A frikaans too difficult (usually because they w ere no t ‘language p eo p le ’). R esponses 1.6-9 
exem plify this:
1.6 (17) ‘I am not good with languages and can’t make sentences with the vocab I have.’
1.7 (18) ‘I am not fluent in any language aside from English.’
1.8 (36) ‘I am not fluent in any other language besides English as I find it very difficult to learn them,
although I would love to.’
1.9 (98) ‘I am confident in only English. I can speak conversational Zulu (hello/goodbye) and can understand
Afrikaans fairly well. ’
C laim ing that one is ‘ no t a language perso n ’ or som eone w ho has difficulty learning language and 
so cannot despite inclination is a feature o f  the m onolingual m indset. R esponse 1.8 above is one o f  
m any that claim  th is lack o f  capacity as the reason for a lack o f  plurilingualism . This appeal to  [­
Capacity] is seen and extrapolated  upon in Section 4.3.1.3 o f  the Q ualitative analysis. Interestingly, 
w hile the analysis o f  the attitude questionnaire item s (see 4.2.3 and 4.2.4 to com e) indicate a 
stronger presence o f  the m onolingual m indset in  the m ale participants, none o f  the m ale participants 
reason their lack o f  p lurilingualism  away by saying that they sim ply are no t a language person. 
This is only proffered  by fem ale participants, and frequently so, w ith  7 claim ing th is reason for 
their lack o f  plurilingualism . This indicates the presence o f  a m onolingual m indset am ong the 
fem ale participants, w here it is no t overtly  obvious in  the rest o f  the attitude questionnaire. 
Sum m ary S tatem ent 5 is interesting in that fem ales m ore ‘ com m only’ gave the responses w ithin 
th is set -  that their fam ily only spoke E nglish , or there w as no environm ental need  to speak a LOTE. 
Six fem ale participants state th is as contributing to their lack o f  plurilingualism . I t is necessary  to 
h ighlight response 1.12 (68) -  ‘B oth  m y parents are E nglish-speaking and have been  born  and 
raised in South A frica’ -  in light o f  the discussion in chapter 2 around the role o f  E nglish  in  South 
Africa, as well as its perception as ‘n a tu ra l’ w ithin the South A frican landscape for English- 
speakers and non-E nglish  speakers alike. H ere, the participant is stating that the reason that she is 
m onolingual is because her parents are South A fricans, particularly  E nglish-speaking  ones. The 
assum ption m ade here is that E nglish-speaking South A fricans are -  by default -  m onolingual. A nd 
that being  a South A frican (particularly  a w hite one) m akes one an English-speaker.
E ight o f  the 29 m ale participants do not provide a reason for their answer. O f the rem aining 21 
reasons, 16 -  or 76%  -  answ er w ith reasons falling w ithin sum m ary statem ent 3, often w ith little 
qualification on explanation. The response below  is an exam ple o f  this:
1.10 (128) “I can only speak English fluently.”
Overall the ‘N o ’ respondents -  particularly  the fem ales -  tend  to m ention usage (or lack thereof) 
o f  a language in  contrast to the ‘ Y  es respondents, w ho do not. R esponse 1.11 (30) ‘I learn A frikaans
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at school now, but don’t speak it elsewhere’, exemplifies this. Females tend to elaborate on why 
they cannot speak a LOTE fluently -  such as invoking reasons falling within summary statements 
1, 2 or 4. If one looks at Table 4.5b (see Appendix 9), one can see that the male answers tend to be 
short and terse, while the females answers often continue for two lines. This is consistent with 
findings in the Qualitative section (see Section 5.4.1) that the female participants often provide 
longer answers, with more negotiations, evaluations and explanations in their answers.
4.2.2.2 Explanation
The chi-squared test reveals that only 2 out of 38 items reflect a difference in response between the 
‘Yes’ and ‘No’ respondents. This indicates that, despite differences in the reporting of bilingual 
status, the general attitude responses of the participants, as measured by the chi-squared test for 
independence in relation to ‘Yes’ and ‘No’ responses to bilingual status, are consistent. A 
difference in self-reporting of bilingual status does not mean that those two groups of participants 
exhibit differences in responses to the questionnaire and so indicate a difference in language 
attitude in the individuals. An illustration of this is that the chi-squared test only returns a p value 
of < .05 for two questions, and that both ‘Yes’ and ‘No’ respondents answer the remaining 36 items 
in a similar way. Furthermore, an investigation of the reasons given for a ‘Yes’ or ‘No’ response 
indicates a presence of a monolingual mindset amongst both groups.
4.2.3 Whether different race and gender groups hold different language attitudes
This section reports on the results of the two further chi-square tests that were run on all items, 
one using race as the independent variable, the other, gender. This was to look for any differences 
in the responses to the 38 item questionnaire between males and females, Indians and white 
participants.
4.2.3.1 Description and Interpretation
The two chi-squared tests run in this section reveal that, for race, only 3 of the 38 items have a 
significant p value, while for gender, 18 out of 38 responses are significant. Thus, my decision to 
include White and Indian learners in the same ‘community’ or ‘social group’ for the purposes of 
this study (see section 2.4.1 and section 3.3.3) is further justified. Table 7.3 (Appendix 9) contains 
all items that returned a p value of < .05 for both race and gender. As can be seen, the three items 
that are statistically significance for race (items 5, 7, 14) are also significant for gender. This could 
suggest that the items themselves have low reliability, or are particularly polarising and so do not 
elicit a decisive response from the participants. Of the remaining 15 items that are statistically 
significant in terms of gender, not all instances are of one gender agreeing and the other disagreeing. 
Some are cases, where one gender returns more Strongly Agree than Agree responses and the other
89
returns more Agree than Strongly Agree responses. Other cases involve instances where one group 
returns more Neither Agrees Nor Disagrees.
4.2.3.2 Analysis of items that show significance for gender
Table 7.4 (Appendix 9) shows all the items that reflect a significant difference in terms of gender, 
and indicates what the responses are in order to reveal how the genders answer and where the 
differences lie. i.e. do they differ completely (females positive and males negative) or are there 
cases, as mentioned above, where the difference is in the degree of agreement or disagreement with 
the statement made in the item. The first number in each case refers to female responses, and the 
second, to male responses. The following 5 items (which can be found in Table 7.4 (Appendix 9) 
indicate a significant difference between the genders along the line of degree of agreement or 
disagreement (rather than reflecting opposing responses):
Item 7: ‘ Young children learn to speak Zulu and English at the same time with ease. ’
Here the majority of males and females agree with the statement, with males fairly split between 
Agree and Strongly Agree, while females mainly respond with Agree. This indicates that 
participants are aware of, or agree with, their being an innate ability in younger children to learn 
languages. This is however contradicted by the fact that many, if not most, state that they cannot 
learn languages -  despite learning LOTE from a young age.
Item 16: ‘Speaking an African Language makes you more South African.’
Here the majority of males and females react negatively to the statement. However, males return 
more Strongly Disagree responses while the females return more Disagree responses. Thus, males 
are more explicitly opposed to the notion of linking African languages to South African National 
identity. This is the subject of Question 6 in the APPRAISAL analysis section.
Item 23: ‘Speaking only one language is normal.’
Here the majority of males and females respond positively by Agreeing with it. However, the 
majority of positive responses by females are Agree, while the male responses are split between 
Agree and Strongly Agree. This shows an all-round strong expression of a monolingual mindset 
through the normalisation of monolingualism, intensified in the males’ responses.
Item 33: ‘I do not like it when I cannot respond to another person in their language. ’
Here the majority of female participants agree with the statement. Most of the male participants 
also agree, however there is a strong response both for the negative (Disagree) and neutral 
responses (Neither Agree nor Disagree).
Item 35: ‘I would be happy if Zulu was used more in place of English in public settings. ’
Here the majority of both males and females respond negatively to this statement by Disagreeing 
with it. However, a significant number of the female participants also respond using the neutral 
‘Neither Agree nor Disagree’ option resulting in the significant p value.
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There are 9 item s w here the m ale and fem ale responses are different. These are listed  below , and 
are grouped together based on the gender responses:
1. Fem ale positive, m ale negative:
Item  4: ‘K now ing an A frican language is essential for living in South A frica ’.
H ere the m ajority  o f  fem ale participants agree w ith the statem ent, w hile the m ajority  o f  m ales 
disagree. This indicates a low er valuation o f  A frican languages in term s o f  their im portance to 
everyday life in South A frica  am ongst the m ale participants than  the fem ale participants.
2. Fem ale negative, m ale positive:
Item  10: ‘E nglish  speakers do not need  to learn A frican languages to function in S A .’
For th is item  the bare num bers are no t clear-cut as the fem ale participants feature strongly for 
Positive, N egative and N eutral answers. H ow ever, in essence, m ore fem ale participants disagree 
w ith this statem ent, w hile m ore m ale participants agree. This echoes the result seen in  Item  4, where 
the m ale participants express a negative valuation o f  A frican languages, w hile th e  fem ales tend  to 
indicate a positive valuation.
Item  14 ‘Speaking only one language is fine in  South A frica .’
The m ajority  o f  fem ales disagree w ith th is statem ent, w hile the m ajority o f  m ales agree. This 
indicates an adherence to a m onolingual m indset by the m ales, w hile the fem ales appear to prom ote 
plurilingualism . This response does, how ever, cause a conflict for the fem ales w ho, as w e saw  in 
item  23 earlier, agreed that m onolingualism  is ‘n o rm al’.
3. Fem ale neutral, m ale positive
Item  18: ‘The E ducation system  in South A frica is p roducing com petent ind iv iduals.’
H ere the fem ale response o f  N eutral is in the m ajority, w hile a slight m ajority  o f  m ales agree w ith 
the statem ents. H ow ever, a fair num ber o f  m ales also opt for the N eutral response. This could 
indicate that the item  itse lf  has a low  reliability as the participants are unsure w hat the question is 
asking. The fem ales m ore overw helm ingly reflect th is in their lack o f  an answ er, w hile the m ales, 
in disagreeing w ith the statem ent, are m ore inclined  to ‘ defend’ their education system.
4. Fem ale positive, m ale split:
Item  5: ‘All schools in South A frica should teach pupils to com m unicate effectively in an A frican 
language like Z ulu  and in E ng lish .’
Item  21: ‘It is ju s t as im portant to speak an A frican  language in South A frica as it is to speak 
English. ’
Item  33: ‘I do not like it w hen I cannot respond to another person in their language .’
H ere we see three statem ents that all presen t a pro-plurilingual proposition  and attitude. In  all three 
cases the fem ale participants agree w ith the statem ents, w hile the m ale participants are split 
betw een agreem ent, disagreem ent and neutrality. This indicates a readiness by the fem ale 
participants to prom ote and adhere to a R ainbow ism  approach o f  diversity. The m ale participants 
do not reflect a consensus thereby perhaps indicating that there is a deeper level w ithin the M ES 
population w here a m onolingual m indset perspective resides.
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5. Female negative, male split:
Item 12. ‘English is the only language that should be used in education.’
In responding to this question the female participants generally disagree with the statement, 
indicating a commitment to a plurilingual and diverse approach to education. The male participants 
however are split, with almost equal numbers being for, against and neutral in relation to the issue 
of English only education.
6. Male negative, female split.
Item 19: ‘People earn more money if they speak both Zulu and English.’
Here we see the majority of the male participants disagreeing with this statement which proposes 
a direct economic benefit to plurilingualism via Zulu. The majority of the female participants are 
almost equally split between agreement with the statement and a neutral response.
7. Male positive, female split
Item 28: ‘I have no need to use Zulu in my day to day life’.
Here we see a continuation of the male lack of valuation of African languages (Zulu) as the majority 
Agree with this statement. The majority of the female participants, on the other hand, are almost 
equally split between agreement and disagreement with the statement.
4.2.4 Overall frequencies and response profile for MESes
The following section provides a view of the overall frequencies of the 38 items in the 
questionnaire, and whether they indicate the presence of a monolingual mindset amongst the 
participants (section 4.2.4.1). It also constructs a profile of the participants and their attitudes 
towards the four variables, which is compared later to the MES profile revealed in the APPRAISAL 
analysis (see sections 4.2.5 and 4.3.7). All 38 items are divided into those investigating the variable 
monolingualism and plurilingualism (discussed in section 4.2.4.2) and then English and African 
languages (discussed in section 4.2.4.3).
4.2.4.1 The monolingual mindset in the questionnaire
This section looks at frequencies, and uses them to get a general overview of the answers of the 
participants and whether their answers indicate the acceptance or rejection of a monolingual 
mindset, or a lack of consensus of evidence on the topic. Frequencies are simply a percentage 
reflecting how many participants out of the whole group, selected which of the possible 5 answers 
in each question (Strongly Agree to Strongly Disagree). Table 7.5 (see Appendix 9) contains all 38 
items that made up the Attitude questionnaire given to the participant.
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4.2.4.2 Interpretation of frequencies of items relating to the monolingual mindset
Tables 7.6 and 7.7 (see A ppendix 9) reproduce som e o f  the inform ation in Table 7.5, how ever the
item s have been split into those w hose responses appear to  indicate the presence o f  a m onolingual
m indset (7.6) and those that either indicate a rejection (or lack of) a m onolingual m indset or reflect
a lack o f  consensus -  no overw helm ing response one w ay or another (7.7). Item s 6, 15, 23, 24, 30
and 37 all have over 60%  o f  the participants responding in a way that indicates the presence o f  a
m onolingual m indset. O f these, neither o f  the o ther three response options exceeds 20% . In these
cases, I have taken the figures to indicate strongly the presence o f  a m onolingual mindset:
Item 6: ‘All African language speakers must learn to speak English’. Seventy-three percent agree or 
strongly agree with the statement.
Item 15: ‘Most people in South Africa can speak English’. Sixty-three percent agree or strongly agree with 
the statement.
Item 23: ‘Speaking only one language is normal’. Sixty-four percent agree or strongly agree with the 
statement.
Item 24: ‘I admire non-Zulu people who can speak Zulu’. Eighty-eight percent agree or strongly agree with 
the statement.
Item 30: ‘I sometimes feel anxious when I cannot understand the language people are using around me’.
Sixty-seven percent agree or strongly agree with the statement.
Item 36: ‘English is used to exclude people’. Eighty-three percent disagree or strongly disagree with the 
statement.
Item 37: ‘I admire people who are fluently bilingual in Zulu and English’. Eighty-six percent agree or 
strongly agree with the statement.
Item s 6 and 15 both  relate to the issue o f  speakers o f  LO T E  speaking or learning English. This 
indicates a v iew  that E nglish  is a necessity  and is beneficial to all, w hich can be seen as a feature 
o f  a m onolingual m indset, particularly  in  relation to E nglish  (and its global dom inance as discussed 
in chapter 2). R esponses to item  36, w hich is one o f  a few  item s probing  attitudes on exclusion or 
inclusion through language, indicate that the participants overw helm ingly (83% ) feel that English 
is an exclusive language. This is consistent w ith  the responses to item s 6 and 15 since, i f  the 
participants v iew  their language as inclusive and beneficial, they w ould  naturally  feel others should 
learn it.
Item s 23, 24, 30 and 37 are looked at in relation to the positioning o f  p lurilingualism  as exceptional 
and m onolingualism  as ‘n o rm al’. R esponses to item s 24 and 37 are included under the item s that 
reflect the presence o f  a m onolingual m indset. Both o f  these item s pertain  to the attitudes o f  the 
participants tow ards individuals w ho are Z ulu/E nglish  bilingual, or E nglish  speakers who can speak 
Zulu. This does indicate an inclination tow ards diversity and plurilingualism , in accordance w ith 
the ideology o f  R ainbow ism . H ow ever, the fact rem ains that th is opinion is so strongly held  (88%  
for item  24 and 86%  for item  37), ye t none o f  the individuals are actively plurilingual -  despite 
being  exposed to other languages in school. Thus th is is in terpreted  as a reflection o f  a feature o f  
the m onolingual m indset (as seen in  section 2.3.2) w hereby p lurilingualism  is seen as exceptional 
or deviant. H ere the response to p lurilingualism  is overw helm ingly positive (and so no t aligning
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plurilingualism  as ‘dev ian t’ w hich has negative connotations) -  yet is clearly p laced  as the 
‘excep tion’ or ‘exceptional’ and as being  an unusual achievem ent. This reflects a ‘m onolingualism  
is the n o rm ’ attitude, w hich is reinforced by the responses to  item s 14 (slightly -  see the follow ing 
paragraph) and 23 (overw helm ingly) w hich both  address the use o f  only one language. 
Interestingly, responses to item  14: ‘Speaking only one language is fine in South A frica .’ are only 
slightly on the side o f  agreem ent (43%  agree or strongly agree, while 36%  disagree). There is also 
a fair percentage (16% ) o f  participants who choose the ‘n eu tra l’ option. This is in com parison to 
item  23, w hich m entions speaking one language, how ever it does no t relate m onolingualism  to 
‘South A frica’, as item  14 does. In  item  23 m onolingualism  is p roposed  as ‘n o rm al’, and the 
participants respond m uch m ore strongly in favour o f  agreem ent (64%). This could  be seen as a 
m anifestation o f  a conflict betw een R ainbow ism  -  seen in the decrease o f  agreem ent w ith a p ro ­
m onolingual statem ent w hen m entioned in explicit relation to South A frica -  and a m onolingual 
m indset (seen in  the responses to item  23). Lastly, from  the responses listed  above, item  30 could 
also be seen as a reflection o f  feeling that individuals using a LO TE to com m unicate around English 
speakers is unsettling, and so ‘dev ian t’.
R esponses to item s 10, 11, 14, 17, 27, 28, 31 and 32 (listed below ) all show  a response in w hich at 
least 42 %  o f  the participants respond in a w ay that aligns w ith  the presence o f  a m onolingual 
m indset. In  all these cases the percentage in favour o f  a m onolingual m indset is m ore th an  the 
percentage responses for the other three response options (i.e. those indicating a lack o f  a 
m onolingual m indset and neutral). Thus they are seen as instances w here the indication o f  a 
m onolingual m indset is slighter, as the percentage o f  responses indicating the presence o f  a 
m onolingual m indset is no t overw helm ing:
Item 10: ‘English speakers do not need to learn African languages to function in SA.’ Forty-two percent 
agree or strongly agree with the statement.
Item 11: ‘I sometimes feel excluded because of the language I speak. ’ Fifty-four percent disagree or strongly 
disagree with the statement.
Item 14: ‘Speaking only one language is fine in South Africa.’ Forty-three percent agree or strongly agree 
with the statement.
Item 17: ‘It is easier for Zulu people to learn to speak English fluently than for English people to learn to 
speak Zulu fluently. ’ Forty-two percent agree or strongly agree with the statement.
Item 27: ‘People know more if they speak Zulu and English.’ Forty-three percent disagree or strongly 
disagree with the statement.
Item 28: ‘I have no need to use Zulu in my day to day life’ Forty-nine percent agree or strongly agree with 
the statement.
Item 31: ‘English speakers are separated from others because of their language. ’ Forty-four percent disagree 
or strongly disagree with the statement.
Item 32: ‘Non-English speakers like using English to communicate in social settings.’ Fifty-seven percent 
disagree or strongly disagree with the statement. (almost strong). % of participants are neutral.
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Item s 10 and 28 both  deal w ith  the use o f  Z ulu  (or A frican languages) by  E nglish  speakers. H ere 
the small m ajority  o f  the participants agree that E nglish  speakers do not need  ‘ to learn A frican 
languages to function in  South A frica’, and further to this, they agree that they, personally , ‘have 
no need  to  use Z ulu  in ‘[their] day to  day [lives]’. W hile these can also be seen as item s reflecting 
an attitude tow ards Zulu, these responses, coupled w ith the reasoning beh ind  self-reporting o f  
b ilinguals’ status (see section 4.2.2.1), indicate that the E nglish  speakers have no need  to learn any 
L O T E  to function in  South African. In  response to  item  17 slightly m ore participants agree than 
disagree, w ith alm ost a quarter choosing the neutral option. This indicates that the participants are 
potentially  unsure about the actual ease or difficulty involved in  learning each o f  the languages, 
w ith slightly m ore falling on the side that w ould  reflect an ‘E nglish  m onolingual m indset’. 
R esponses to item  32 reveal a m onolingual m indset in  claim ing that E nglish  is the preferred  
language o f  com m unication in social settings -  for non-E nglish  speakers. This is despite the fact 
that no specification is m ade about w hether the non-E nglish  speakers are com m unicating am ongst 
them selves or w ith E nglish  speakers. F rom  the above one can see an assurance in the prom inence 
o f  E nglish  as a ‘lingua franca’ in com m unication w ith those who speak a different m other-tongue 
from  them . In all, responses to 15 o f  the total o f  38 item s (around 39% ) are in terpreted  as indicating 
a m onolingual m indset. Two o f  these (item s 17 and 31) are item s w hich reflect a split am ong the 
participants betw een agreem ent and disagreem ent, w ith sim ilar num ber o f  participants choosing 
each option. H ow ever, there are, in both  cases, slightly m ore ‘ p ositive’ (agreem ent) responses than 
there are negative ones.
Table 7.7 (A ppendix 9) show s the item s that reflect a lack of, or rejection of, a m onolingual 
m indset, or no consensus either way. E ighteen out o f  the total 38 item s (47% ) fall into th is category 
-  slightly m ore than the 39%  indicating the presence o f  a m onolingual m indset as discussed above. 
Item  13 is deem ed an unreliable item  w ith reference to m ultilingualism  and w hat it is ask ing  the 
participant to  evaluate. The participant could  have been responding to either a) an inclination or 
disinclination tow ards b ilingualism , or b) they could  have been responding to a disinclination for 
their child  to speak English and Z ulu  in particular. I f  the question had  said  English and Germ an, 
they m ight have answ ered differently, depending on their like or dislike o f  Germ an. F rom  the 
responses seen in  Table 7.7 (see A ppendix  9), one can see that the participants often quite strongly 
respond w ith  an answ er that indicates an em bracing o f  p lurilingualism  and so a lack o f  a 
m onolingual m indset. There is, how ever, a roughly equal num ber o f  item s the reflect a m onolingual 
m indset (15) and item s that reflect a lack th ereo f (18). O ther notew orthy response patterns are 
d iscussed below.
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R esponses to  item s 11, 30, 31, 33, 35 all contain a strong sense o f  insecurity. Three (item s 11, 30 
and 31), listed  below , indicate a presence o f  the m onolingual m indset, w hile responses to  item s 33 
and 35 indicate a lack o f  a m onolingual m indset:
Item 11 I sometimes feel excluded because of the language I speak.
Item 30 I sometimes feel anxious when I cannot understand the language people are using around me.
Item 31 English speakers are separated from others because of their language.
Item 33 I do not like it when I cannot respond to another person in their language.
Item 35 English is used to exclude people
The response to item  29, ‘ I t is beneficial to be able to  talk  to people in their ow n language’ is 
intriguing as there is a 95%  positive (agreem ent) response to the statem ent. This indicates that the 
participants appreciate the benefits o f  speaking to som eone or being spoken to in o n e’ s m other- 
tongue. This is appreciation (a reflect o f  R ainbow ism ) -  som ething analysed further in the 
A PPR A ISA L  analysis (section 4.3). The participants agree w ith  th is statem ent in and am ongst o ther 
responses in  w hich they ind icate or dem onstrate their ow n m onolingualism  and lack o f  drive to 
learn (or use) a LOTE. I t is, how ever, possib le that the partic ipan ts’ response to item  29 is a 
reflection o f  them  w anting to be addressed in  English.
M any o f  the responses seen in Table 7.7 indicate a m isunderstanding or lack o f  know ledge about 
the benefits o f  know ing a LO T E  and o f  being  b ilingual in term s o f  the w ork place. This is pertinent 
to  th is study into school-going M E S es’ language attitudes as the decisions m ade and attitudes 
form ed at school in relation to  language learning and the use o f  a L O T E  will affect the partic ipan ts’ 
prospects in the w ork place in a plurilingual country
The last item  o f  the questionnaire, nam ely, item  39, ‘All South A fricans should be able to speak an 
A frican language’ is revealing in its responses. The participants are alm ost equally split betw een 
those in agreem ent (34), those w ho disagree (31) and those who choose the neutral option (30). 
This indicates that the issue o f  p lurilingualism  w ith  an A frican language in South A frica is one that 
needs further investigation and about w hich individuals have m any opinions. The attitudes behind 
the issue o f  A frican languages in South Africa, particularly  in  school, are m ore closely discussed 
in the A PPR A ISA L analysis (4.3).
The section to w hich we turn  no w  reports on the presence or absence o f  a m onolingual m indset in 
relation to responses to questionnaire item s relating to E nglish  and A frican languages (Zulu).
4.2.4.3 Interpretation of frequencies of items relating to English and African languages
Table 7.8 (see A ppendix  9) contains the item s relating to E nglish  and A frican languages (Zulu) that 
feature in the A ttitude questionnaire presented to  the participants. B elow  I provide a b rie f 
discussion o f  the responses focusing on the likely presence o r lack o f  a m onolingual m indset behind
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the frequencies. One can see from  the responses to the 7 item s relating to English, that four reflect 
a m onolingual m indset in their answ ering (nam ely 6, 22, 31, 36), w hile tw o (12 and 20) do not. 
The tw o questions that do not reflect a m onolingual m indset refer to w hether E nglish  is sufficient 
for education (12) and E n g lish ’s role in ‘success’ in  South A frica (20). The m ajority  o f  responses 
given by the participants (D isagree and Strongly D isagree) are in line w ith em bracing the 
R ainbow ism  ideology m entioned  in chapter 2. Item  2, w hich reveals a split betw een the possible 
answ ers -  and so a lack o f  consensus -  could  sim ply be an item  too vaguely w orded to elicit an 
attitude accurately.
O f the 11 item s relating to A frican languages (Zulu), nam ely 1, 4, 5, 8, 13, 16, 21, 28, 35, 38, 39, 
only three (1, 16, 28) can be seen to reflect a m onolingual m indset. The item  that m ost strongly 
reflects th is is 16, w hich states ‘Speaking an A frican L anguage m akes you  m ore South A frican .’ 
This statem ent, and the reasons beh ind  the partic ipan ts’ disagreem ent w ith it are investigated  in the 
A PPR A ISA L  analysis to  follow. The fact that the rem aining eight item s relating  to  A frican 
languages (Zulu) reflect a lack o f  a m onolingual m indset, or no clear consensus one w ay or another, 
is revealing in  that it im plies a liberal attitude tow ards and strong support o f  the A frican languages 
(Zulu). This how ever is coupled w ith the evidence from  section 1 o f  the questionnaire that 
reinforces the functional m onolingualism  o f  the participants.
In  the section that follow s, the general profile  o f  a M ES in D urban that em erges from  the above 
quantitative analysis is detailed. This w ill further serve as a point o f  com parison for the profile o f  
a M ES in D urban that is constructed  from  the A PPR A ISA L analysis (section 4.3.7).
4.2.5 Profile of the MESes that emerges from the attitude questionnaire
The profile o f  M ES that em erges from  the quantitative data  w ill no w  be detailed. The results o f  the 
questionnaire indicate that the target group is indeed a hom ogeneous group according to race, the 
only difference being  that Ind ian  participants are m ore likely to self-report as bilingual than  W hite 
participants. This is discussed in  section 4.2.1.3. The anti-A partheid  m ovem ent (o f w hich the Indian 
population form ed an active part), as discussed in chapter 2, w as m ade up o f  individuals w ho spoke 
m any languages, and as such needed  to  be pro-plurilingualism . H ow ever, as seen throughout this 
section, the Indian students m anifest attitudes that are the sam e as their W hite counterparts, and 
also reflect a m onolingual m indset. These features are included in the profile that is rendered from  
all that is d iscussed in the previous section
F irst and forem ost, there are m any features o f  a m onolingual m indset p resen t in the results o f  the 
questionnaire. This have been detailed  above, and will not be outlined. The participants present an 
attitude w hich characterises p lurilingualism  as exceptional and not the norm . W hile the first 
(p lurilingualism  as exceptional) is no t in tended by the participants as a negative approach, its
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com bination w ith the latter (plurilingualism  as no t the norm ) belies the presence o f  a m onolingual 
m indset, continually  p lacing p lurilingualism  outside the realm  o f  the achievable and expected for 
the M ES. Furtherm ore, the participants agree that speaking one language is norm al, and, in  South 
A frica, it is norm al and ‘ not a p rob lem ’ for that language to be English. This is despite the presence 
o f  responses that p rom ote plurilingualism . H ere w e see the conflict that appears in the questionnaire 
responses, and is in tensified  in  the narrative data reported  on in 4.3.4 and 4.4. In  addition to  this 
the b e lie f  that perfect com petency or fluency in a language is required  in order for one to be 
considered to speak it or to be ‘p lu rilingual’, is present in  response to Section 1 (as discussed in 
4.2.2).
B oth  genders reflect a degree o f  discom fort w ith their m onolingual status and inability  to speak 
another language, how ever th is is no t p ronounced w hen the overall responses to the questionnaire 
are looked at. Fem ale participants are very pro-A frican  languages and pro-plurilingualism , and 
indicate a stronger sense o f  the ‘abnorm al’ status o f  m onolingualism . Further to this, throughout 
the attitude questionnaire, fem ale responses present a very ‘liberal’, inclusive and ‘R ainbow ism ’ 
attitude tow ard  the language situation in the country. They also show  few er m arkers or indications 
o f  a m onolingual m indset than their m ale counterparts. H ow ever, over all, the attitude questionnaire 
responses indicate a situation w here the participants either lack a m onolingual m indset or return 
‘n eu tra l’ responses (and so it is difficult to  ascertain attitude).
4.3 APPRAISAL Analysis of Narrative Elicitation Interview Responses
W hat follow s is an analysis o f  answ ers to a selection o f  the questions asked during the narrative 
elicitation in terv iew  (see C hapter 3.5.2 for the reasoning behind  m y selection). For the full 
repertoire o f  questions, see A ppendix  5, and Table 3.5 for a breakdow n o f  the questions. Table 3.11 
provides an outline o f  w hich Participants (occasionally  referred  to  as ‘ cases’ ) w ere chosen for 
w hich question. The follow ing section provides an outline o f  the A PPR A ISA L choices m ade by 
the participants in response to each o f  the 6 questions. The rationale and reasoning behind  the 
selection o f  these six questions in particular, as well as detail o f  the content and phrasing o f  these 
six questions is p rovided in 3.5.2.5. The analysis is broken  dow n into each o f  the three subsystem s 
o f  A PPR A ISA L  that w ere used for analysis, nam ely A ttitude (section 4.3.1), G raduation (4.3.2) 
and E ngagem ent (4.3.3). E ach  o f  these 3 sections deals w ith  the distribution and breakdow n o f  the 
choice m ade in all six questions. F irst a description o f  the distribution o f  the A PPR A ISA L choices 
m ade by participants is p resen ted  (4.3.1.1, 4.3.2.1, 4.3.3.1). This is fo llow ed by a discussion o f  any 
patterns evident in the data and ho w  they relate to  the aim s o f  this study. Section 4.3.4 looks at the 
profile o f  a M ES that em erges from  the Q ualitative A PPR A ISA L data. Lastly, section 4.4 further 
com pares the tw o profiles th at em erge from  the tw o data  sets (4.2.5 and 4.3.4).
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4.3.1 Distribution of Attitude choices in questions 1-6
In  w hat follow s, the A ttitude choices o f  the participants across all six questions are described. F irst 
a num erical breakdow n o f  the choices m ade and the m ain appraised in each case is discussed
(4 .3 .1 .1) , fo llow ed by an investigation o f  any patterns that are evident intra- and in ter-question
(4 .3 .1 .2) . D ifferences in  the responses o f  m ale and fem ale participants are also discussed.
4.3.1.1 Description of figures and appraised
Table 4.4 below  provides the A ttitude choices m ade by the selected  participants (see Table 3.12 in 
section 3.5.2.5), in each o f  the six in terv iew  questions (Q 1-6) chosen to be subjected  to an 
A PPR A ISA L  analysis. The table show s the breakdow n o f  A ttitude choices according to the three 
subsystem s o f  A ttitude, nam ely, A ffect, Judgem ent and A ppreciation, as well as details w hat is 
appraised m ost often in each question for each sub-system .
Affect Q1 Q2 Q3 Q4 Q5 Q6
+Security 3 9 21 10 21 18
-Security 21 34 55 16 21 9
+Satisfaction 5 4 27 30 19 4
-Satisfaction 25 12 50 8 18 19
+Inclination 3 9 16 0 42 0
-Inclination 1 0 3 2 7 2
+Happiness 5 5 9 11 8 1
-Happiness 3 2 1 2 11 1
Total 66 75 182 79 147 54
Judgement
Esteem: (31) (54) (87) (48) (33) (17)
+Normality 4 15 11 3 13 4
-Normality 9 3 10 11 3 2
+Capacity 6 14 23 11 4 6
-Capacity 9 20 37 10 12 5
+Tenacity 1 1 6 12 4 0
-Tenacity 2 1 0 1 0 0
Sanction: (24) (64) (54) (23) (22) (21)
+Veracity 0 0 0 2 0 0
-Veracity 0 0 0 0 0 0
+Propriety 1 26 21 13 10 16
-Propriety 23 38 33 8 12 5
Total 55 118 141 71 58 38
Appreciation
+Reaction 5 2 8 9 3 0
-Reaction 4 1 3 1 9 1
+Composition 3 1 6 0 1 0
-Composition 2 0 15 1 4 0
+Valuation 19 23 46 29 60 23
-Valuation 8 5 22 3 12 25
Total 41 32 100 43 89 49
Total Attitude: 161 225 423 193 294 141
Evoked 131 204 398 184 278 137
Inscribed 28 21 25 9 16 4
Table 4.4 Distribution of Attitude choices in questions 1-6
99
In  w hat follow s (for both  th is and all the lists o f  m ain  appraised in  the A ttitude subsection, the 
inform ation is listed  in a particular pattern. F irst the question being detailed  is given, fo llow ed by 
the subsystem  being  looked at (e.g. [-Security] in the first bu llet below). T hereafter the m ain topic 
clusters appraised are listed, often separated by sem icolons. On occasion there is further detail as 
to  the specifics o f  w hat w ithin a topic cluster is appraised (i.e. E nglish  (being taught in  a language 
that the participant understands)). On occasion there is need  to m ention m ale as opposed to fem ale 
responses (in the case o f  the different genders appraising different clusters as the sam e subsystem  
(i.e. m ales appraising A frican languages as [-V aluation], w hile fem ales use [-V aluation] to refer to 
English). In  th is case the phrase ‘B y m ale partic ipan ts:’ or ‘B y fem ale partic ipants:’ is used, 
fo llow ed by a list o f  the m ain appraised (split by sem icolons w here necessary). Full stops are used 
to  split different parts o f  the breakdow n. An exam ple sum m ary is:
•  Q7: [-Inclination]: general m ain  appraised topic cluster 1; general m ain appraised topic cluster 
2. B y fem ale participants: m ain  appraised. B y fem ale participants: m ain appraised.
The m ost com m on expressions o f  A ffect, are [-Security] (156) and [-Satisfaction] (129). Their 
positive counterparts, [+Satisfaction] (89) and [+Security] (82) are expressed betw een a th ird  to a 
h a lf  less often, yet still count for the th ird  and fourth m ost expressed under the A ffect subsystem . 
[+Security] features m ost strongly in Q3 and Q5 (21 expressions each), fo llow ed by  the responses 
to  Q6, w ith Q2 and Q4 each featuring a fair num ber o f  expressions (see tab le  above for exact 
figures). [-Security] how ever, features strongly across all 6 Q uestions, w ith only Q uestion 6 
featuring few er than 10 (nam ely 9) expressions o f  [-Security]. B elow , are listed the m ain appraised 
for[-Security] and [+Security] for each o f  the questions m entioned above:
•  Q1: [-Security]: institution cluster (South Africa, society, schools, L iEP) and S elf (language 
learners) and Z ulu  (language leaning). [+Security]: E nglish  (being taught in a language that the 
participant understands).
•  Q2: [-Security]: Z ulu  cluster (Zulu as a language; the use o f  Z ulu  at school (7); the lack o f  an 
ability to speak or understand Z ulu  (6); and appraisals o f  ‘s e l f  in relation to Z ulu  usage (6) 
(e.g. (F6:21-22) “th ey ’ve got their w hole group o f  friends there” indicating a lack o f  security 
in term s o f  being  an ‘ou tsider’); S e lf (3) (i.e. a personal insecurity  expressed in relation to Zulu. 
For exam ple: (M 7:21) “like w hisper som ething am ongst them selves in Z ulu”); on b eh a lf o f  an 
im agined hearer in relation to using language to exclude in tentionally .) [+Security]: E nglish  
(particularly  by  non-m other-tongue E nglish  speakers).
•  Q3: [-Security]: Z ulu  (Z ulu  FA L  class, E ng lish -speakers’ experiences (or expected 
experiences) in the Z ulu  FA L class, Z ulu  in  general and FA L); ‘S e lf  (lack o f  Z ulu  ability 4); 
A frikaans cluster (ineffective language teaching, language inability  or inadequate
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com m unicative ability). [+Security]: A frikaans (the n ew  fem ale A frikaans teacher, and w hat 
constitutes effective language learning).
•  Q4: [-Security]: S elf (lack o f  L O T E  and on b eh a lf o f  a th ird  party ‘h ea re r’ (often Z ulu  speakers) 
w hen not being  spoken to in their m other-tongue.) [+Security] by the fem ale participants: 
P lurilingualism  (w hen people speak in a language you understand). B y m ale participants: 
A frikaans (A frikaans-speaking people) Z ulu  (Z ulu-speakers’ responses w hen spoken to in Z ulu 
by non-Zulu-speakers).
•  Q5: [-Security]: S elf (lack o f  a L O T E  usually Zulu), particularly  by fem ale participants (18 
versus 3). M ale expressions o f  [-Security] relate to language learning (2) and A frikaans (1). 
[+Security] w hen m ade by m ale participants: English; A cadem ic success (a them e expressed 
m ore often by m ales in general than  by fem ales). B y fem ale participants: P lurilingualism  (and 
the issue o f  p ractical/com m unicative developm ent LL  versus the academ ic success approach 
(theoretical L anguage learning)).
•  Q6: [-Security]: P lurilingualism  (know ledge of/ability  in A frican languages) and ‘South 
A fricanness’. [+Security]: South A fricanness; ‘good perso n ’ as the essence o f  South 
A fricanness.
[-Satisfaction] is m ost strongly expressed in  all but Q4, w hereas [+Satisfaction] is m ost strongly
expressed in Q4 (indicating a difference in  attitude in responses to the context o f  Q4 as opposed to
the other questions), follow ed by Q3 and Q5. B elow  is the breakdow n o f  w hat is appraised:
•  Q1: [-Satisfaction]: Institu tion (South A frica, society, schools, L iEP) and S elf (language 
learners) and Z ulu  (language leaning).
•  Q2: [+Satisfaction]: English. [-Satisfaction]: S e lf (the use o f  Z ulu  by Z ulu  speakers in  school 
settings); Institu tions (curriculum /schooling system ).
•  Q3: [-Satisfaction]: A frikaans cluster (FA L and FA L teaching  (all from  the fem ale 
participants)); Z ulu  (dissatisfaction w ith Z ulu  itse lf  (all from  m ale participants), w ith a lack o f  
Zulu, and w ith  the Z u lu  FA L class); S e lf (often due to lack o f  ability in Afrikaans). 
[+Satisfaction]: p lurilingualism  (including language learning and D iversity); A frikaans (new  
teacher and her teaching by fem ale participants).
•  Q4: [+Satisfaction]: P lurilingualism  cluster (in particu lar appraisals o f  N on-E nglish-speakers 
speaking E nglish  receive 9 expressions).
•  Q5: [+Satisfaction]: Plurilingualism : (especially developing com m unicative ability, by fem ale 
participants); E nglish  and French ((4) m ale expressions concern.). [-Satisfaction] by fem ale 
participants; ‘theoretical language learn ing ’, and m onolingualism ; by m ale participants: 
A frikaans, Z ulu  and the lack o f  F rench at their school.
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•  Q6: [-Satisfaction]: T he idea o f  language affecting ones ‘South A fricanness’ (prim arily  by 
fem ales); A frican languages (or having to know  A frican languages. Particularly  by m ale 
participants: E nglish  m onolingualism  (once by a fem ale participant); A frikaans, and the articles 
‘d ism issal’ o f  E nglish  (by m ale participants).
B oth  [+/-Inclination] and [+/-H appiness] are expressed less frequently  than  are the A ffect choices 
d iscussed above. [+Inclination] (70) (the largest o f  the 4) is m ost strongly featured in Q5 (42), 
fo llow ed by Q3 and then  Q2. [-Inclination] (15), is em ployed roughly 4 tim es less often than 
[+Inclination], and features m ost strongly in  Q5, w ith  7 expressions. B elow  is the breakdow n o f  
appraised per questions:
•  Q1: [+Inclination]: Z ulu  and plurilingualism . [-Inclination]: Afrikaans.
•  Q2: [+Inclination]: Z ulu  (generally  a desire to speak or understand it).
•  Q3: [+Inclination]: A frikaans; Zulu.
•  Q5: [+Inclination]: B y fem ale participants: p lurilingualism  (10 tim es as opposed to tw ice on 
the part o f  m ales.). B y m ale participants: international languages (m ainly French); ancestral 
languages. B oth  m ales and fem ales express [+Inclination] tow ards the E nglish  and Z ulu 
clusters equally. [-Inclination] m ainly by m ales: Zulu; A frikaans (w ith one expression 
regarding French).
Lastly  in the A ffect subsystem , and least expressed by the participants, is  [+/-Happiness]. 
[+H appiness] (39) is expressed tw ice as often as [-H appiness] (20). [+H appiness] is m ost strongly 
expressed in Q3, Q4 and Q5, though it m anifests at least once in  each question (see table 4.4). [­
H appiness] is m ost strongly expressed in Q5, w ith the rem aining 5 questions featuring betw een 1 
and 3 expressions each. B elow  is the breakdow n o f  appraised o f  [+/-Happiness]:
•  Q1: [+Happiness]: P lurilingualism  (LOTE). [-Happiness]: Zulu; A frikaans FAL.
•  Q3: [+H appiness]: M ainly from  the fem ale participants: A frikaans (new  teacher and classes).
•  Q4: [+Happiness]: P lurilingualism  (N on-English-speakers speaking English); Tam il.
•  Q5: [-H appiness]: M ainly by fem ales: lack o f  LO TE; a lack o f  Zulu; m onolingualism ; 
theoretical language learning.
U nder the subsystem  o f  Judgem ent, instantiations are alm ost equally spread throughout Social 
E steem  and Social Sanction. O ver all 6 questions, slightly  m ore expressions o f  Judgem ent fall 
under Social E steem  (56% ) than  Social Sanction (44%). On average there are around 10 m ore 
expressions o f  E steem  than Sanction, except for Q3 and Q4 w hich feature closer to double the 
num ber o f  instantiations o f  Social E steem  than  Social Sanction. In  Q2 and Q6 there are m ore 
expressions o f  Social Sanction than  Social Esteem . B oth  questions, in  essence, deal w ith issues o f
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inclusion and exclusion at a social level (see A ppendix 6 for the list o f  questions and section 3.5.2.5 
for details o f  each question). A n increase in Social Sanction in these two cases indicates that w hen 
addressing these topics, or responding to statem ents concerning this, the participant focuses on 
w hether som ething is ‘appropriate’, or ‘e th ical’ etc. in society.
U nder Esteem , [+N orm ality] features m ost strongly in relation to Q2, 3 and 5. W hile [-N orm ality] 
features m ost often in  Q1, Q3 and Q4. In  these cases, the appraised in  each case are as follows:
•  Q1: [-Norm ality]: E nglish  m onolingualism  (particularly in  relation to D urban ’ s linguistic m ake 
up); P lurilingualism  (lack o f  LOTE).
•  Q2: [+Norm ality]: English. E.g. 1.10. (F6:5) “m ost people know  E nglish” .
•  Q3: [+Norm ality]: A frikaans; Z ulu (Z ulu  for Z ulu  m other-tongue pupils). [-Norm ality] is; 
Zulu; A frikaans (in Durban).
•  Q4: [-Norm ality]: P lurilingualism  (difficult and not ‘the n o rm ’ to speak a language that is not 
your first).
•  Q5: [+Norm ality]: by m ale participants: English; A frikaans FA L; Z ulu  (the num ber o f  Z ulu 
speakers in SA). B y fem ale participants: heritage; ‘b lack peop le’ being Z ulu  speakers; E nglish  
and diversity in SA.
A fter [Norm ality], [+Capacity] and [-Capacity] are the m ost often expressed form s o f  Social 
Esteem . [+Capacity] features m ost strongly in responses to Q2, 3 and 4. H ow ever, it is relatively 
w ell represented throughout the 6 questions (see table 4.4 above for exact figures). [-Capacity] 
likew ise features m ost strongly in Q2, Q3 and Q4 as well as in Q5. It too how ever is fairly well 
represented in the rem aining tw o questions. In  these cases, the appraised in each case are as follows:
•  Q1: [-Capacity]: Institu tions (society); Z ulu  (rural children); A frikaans. [+Capacity]: English 
(ability); A frican languages (1).
•  Q2: [+Capacity]: P lurilingualism  (linguistic behaviour o f  Z ulu  girls at school A  (i.e. English 
p lurilingualism  o f  non-E nglish-speakers); LOTE. [-Capacity]: E nglish  (see 4.3.1.3); 
Institu tions (society) and S elf (lack o f  ability in a LO TE); relation to non-English-speakers.
•  Q3: [-Capacity]: S elf (partic ipan t’s lack o f  ability); Z ulu  (difficulty) and A frikaans (difficulty; 
lack o f  ‘usefu lness’). The lack o f  usefulness is illustrated  in  the fo llow ing exam ple, (F4: 40) “I 
m ean I d o n ’t th ink  I ’m  ever going to use A frikaans” . [-Capacity] is also expressed in relation 
to  the ability o f  others (parents, rural South A fricans, Z ulu  speakers in the Z ulu  FA L  class, and 
the only E nglish  m other-tongue student in the Z ulu  FA L  class). [+Capacity]: Plurilingualism , 
effective language teaching, along w ith the increased ability to speak A frikaans, and the 
usefulness o f  Zulu.
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•  Q4: [+Capacity]: P lurilingualism . [-Capacity] S elf (difficulty  w ith  learning o f  A frikaans and 
Z ulu  at school); P lurilingualism  (having to speak ano ther’s m other-tongue, no t o n e ’s own).
•  Q5: [-Capacity]: Z ulu  (Zulu; Zulu-speakers speaking E nglish  (1)); S e lf (lack o f  L O T E  (2) 
(particularly  Z ulu  (2)), b ilingual education (2)). [+Capacity] is less often  expressed: 
(p lurilingualism  (1), non-Z ulu  speakers speaking Z u lu  (2)).
•  Q6: [+Capacity]: plurilingualism . [-Capacity]: E nglish  m onolingualism .
[+Tenacity] (24) is expressed m ore often  than  [-Tenacity] (4). The vast m ajority o f  expressions o f  
[+Tenacity] are expressed in responses to Q3 (6) and Q4(12). In  these tw o cases, the appraised are 
as follows:
•  Q3: [+Tenacity]: Afrikaans: (language learning and the new  fem ale A frikaans teacher); Z ulu 
(the only E nglish  m other-tongue Z ulu  FA L learner).
•  Q4: [+Tenacity]: P lurilingualism  (non-E nglish-speakers (especially  w hen speaking English) 
people attem pting to speak in ano ther’ s m other-tongue (4), participant learning a LOTE).
•  Q5: [+Tenacity]: Z ulu  (all m ade by fem ales). The sole expression o f  [-Tenacity] refers to M ES 
South Africans.
W ithin  Social Sanction there are only 2 expressions o f  [+V eracity] and none o f  [-V eracity]. 
[Propriety] how ever, is one o f  the m ost frequently  expressed form s o f  Judgem ents. Its use, 
particularly  along w ith the use o f  [-Security] and [-Satisfaction], is discussed in depth in 4.3.1.2. 
[+Propriety] (87) is expressed slightly less often than  [-Propriety] (119), how ever bo th  are well 
represented across the 6 questions. The exception is [+Propriety] in  Q1 and [-Propriety] in Q4 and 
Q6. In the case o f  [Propriety] the appraised in each circum stance tells an im portant part o f  the tale 
that the M ES tell. In  these cases, the appraised are as follows:
•  Q1: [-Propriety]: Institu tions (South A frican society and L iE P  (often regarding English)); 
E nglish  (The language situation in D urban, E nglish  m onolingualism ).
•  Q2: [+Propriety] E nglish  (English, Z ulu  speakers speaking E nglish  e.g. 1.11 (M 7:20) “th ey ’ll 
be talk ing to  m e in  E nglish” , the learning o f  English.); P lurilingualism  (English plurilingualism  
e.g. 1.12 (F6: 4) “O r th ey ’ll know  som e E nglish”); Z ulu  (A frican languages (m other-tongue)). 
[-Propriety]: Z ulu  (Z ulu  speakers (13), particularly  at school); S elf (the exclusion (particularly 
intentional) o f  people through language (7)); E nglish  (the language (4), E nglish-speakers (2) 
no t learning E nglish  (2)); Institu tions (society, the education system ).
•  Q3: [-Propriety]: B y fem ales: A frikaans (old teacher and her ineffective ‘rote ru le-based’ 
m ethod o f  teaching); Institu tions (unqualified teachers in rural schools). B y m ales: Z ulu  (Zulu 
FA L; ranging from  the difficulty o f  the subject, to the behaviour o f  Z ulu  speakers in the Z ulu 
FA L  class, as well as to the com position o f  the Z ulu  FA L class). [+Propriety] m ainly by fem ale
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participants: p lurilingualism  (Plurilingualism , know ing A frican languages, practical language 
learning (viz a v iz  theoretical language learning); A frikaans (the n ew  teacher).
•  Q4: [-Propriety]: m ainly by m ale participants: Z ulu  (rejection by Z ulu-speakers w hen the 
participant attem pts to speak Z ulu  (tw ice by participant M 1)); P lurilingualism  (lack o f  ability 
in a LO T E  (4)) E nglish  (non-E nglish-speakers having to  speak E nglish  (1), E nglish-speakers 
no t learning Z ulu  w hen Z ulu  speakers have learnt English). [+Propriety]: P lurilingualism ; N on 
E nglish-speakers speaking English.
•  Q5: [-Propriety]: m ainly by fem ale participants: E nglish  (m onolingual upbringing); S e lf (lack 
o f  Zulu). B y males: Institu tions (lack o f  F rench at school (2), the fact that language learning at 
school affects their m arks (2)). [+Propriety]: by fem ales: p lurilingualism  (M ES learning Z ulu 
(2), developing com m unicative ability in a L O T E  (2)). B y males: Z ulu  speakers speaking 
English.
•  Q6: [+Propriety]: p lurilingualism  and South A fricanness (9), ho w  being  a good person relates 
to  South A fricanness (4), and A frican languages (3). [-Propriety] prim arily  by males: language 
affecting South A fricanness; the artic le’s attitude tow ards English; m onolingual schooling.
The last subsystem , A ppreciation, is -  in all bu t Q5 -  least frequently  represented o f  the three 
A PPR A ISA L  in term s o f  instantiations. The m ost com m on appraisal overall in the A ppreciation 
subsystem  relates to [Valuation]. [+/-Valuation] m akes up h a lf  o f  the instances o f  A ppreciation. 
The conflict and vacillation betw een R ainbow ism  and a m onolingual m indset often m ade it difficult 
to  feel com fortable w ith  a coding o f  [+/-Reaction] rather than [+/-Valuation]. This is addressed in 
3.5.2.5.
In  all o f  the questions except Q6 [+Valuation] is expressed m ore than  [-V aluation]. In Q6, [­
V aluation] is only expressed tw ice m ore. See table 4.4 for exact figures. W hat follow s is a 
breakdow n o f  the appraised in each question w ith  relations to [+/-Valuation]:
•  Q1: [+Valuation]: P lurilingualism  (m other-tongue usage, usage o f  LO TE, m other-tongue 
education and A frican languages). [-V aluation]: E nglish  (its role in South Africa); A partheid; 
Z ulu  and A frican languages.
•  Q2: [+Valuation]: English; ‘first w orld ’ (particularly  E nglish  speaking countries (2)); Z ulu  (2). 
[-V aluation] E nglish  (particularly  a translated  jo k e  not sounding as funny in E nglish  (1), and 
E nglish  excluding people (2)).
•  Q3: [+Valuation]: A cadem ic success (A frikaans being  better for m arks than  Z ulu  as a FA L 
(17)); Z ulu  (9); P lurilingualism  (language or language learning, language being  view ed as a 
life skill, ‘ practical language learn ing ’ (versus theory driven language learning w hich receive
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evaluations o f  [-V aluation]), the new  fem ale A frikaans teacher). [-V aluations] A frikaans; Z ulu 
(particularly  Z u lu ’s value overseas).
•  Q4: [+Valuation] m ainly by fem ale participants. P lurilingualism  (P lurilingualism  (all by 
fem ale participants), N on-E nglish-speakers speaking E nglish  (2), the ‘M andela  quo te’ (2), 
language learning (2)); A ncestral languages (3); English  (2); A frikaans speakers (1).
•  Q5: [+V aluation] m ainly by fem ales. Plurilingualism ; Zulu; English; academ ic success; 
French; developing com m unicative ability; Z ulu  speakers speaking E nglish  (3). [-Valuation] 
m ainly by m ale participants: L O T E  (A frican languages/Z ulu  (6), F rench (1) and A frikaans (1)). 
B y fem ales [-Valuation]: theoretical language learning; an insular/m onolingual m indset (2); 
Z ulu  (1).
•  Q6: [-V aluation]: E nglish  m onolingualism  (2). B y males: A frican languages (in D urban); 
language affecting South A fricanness, and plurilingualism  m aking you  a better person. By 
fem ales: p lurilingualism  (particularity  w ith  A frican languages) affecting your South 
A fricanness; language affecting your South A fricanness. [+Valuation]: plurilingualism  
(plurilingualism  affecting South A fricanness).
The next m ost often expressed for Judgem ent is that o f  [+Reaction] (27). This is m ost strongly 
expressed in Q3 and Q4, though no question has m ore than  9 expressions. [-Reaction] (19) is m ost 
strongly expressed in Q5 (9). W hat follow s is a b reakdow n o f  the appraised in each question w ith 
relations to [+/-Reaction]:
•  Q1: [+Reaction]: E nglish  (4/5 o f  these responses are m ade by participant M 2). [-Reaction]: 
A frikaans; m other -tongue education; the difficulty o f  E nglish  as a subject.
•  Q2: [+Reaction]: B oth  instances o f  concern Z ulu  or Z ulu  speakers.
•  Q3: [+Reaction]: A frikaans (5 tim es by m ales); n ew  A frikaans teacher and successful 
A frikaans teaching  (fem ales). [-Reaction] A frikaans (only tw ice).
•  Q4: [+Reaction]: P lurilingualism  (4); Tam il (4).
•  Q5: [-Reaction] M ainly by fem ales: m onolingualism  (2), a lack o f  LO T E  (2), bilingual 
education (1) and theoretical language learning (3). The sole m ale expression concerns 
Afrikaans.
The least em ployed expression o f  A ppreciation, is that o f  [Com position]. [-C om position] is used 
tw ice as often as [+C om position] (11). H ow ever, the m ajority o f  all expressions o f  [Com position] 
positive and negative, appear in responses to  Q3. A side from  that the only questions to have m ore 
than  1 expression o f  [Com position] are Q1 and Q5, w hich have 5 expressions each. B elow  one can 
see the appraisal for the expressions o f  [+/-Com position] in  Q1, Q3 and Q5:
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•  Q3: [-Com position]: Z ulu  (Z ulu  is harder (than A frikaans), difficult and confusing. It is often 
portrayed as som ething students sim ply cannot m aster, e.g. 1.12 (F4:14) “it ju st w asn ’t 
som ething I grasped onto” .)
•  Q5: [-Com position]: dual m edium  schooling (3/4 responses m ade by F2).
4.3.1.2 Patterns of [-Security] and [-Satisfaction] and [+/-Propriety]
O ne o f  the strongest patterns to em erge through the A PPR A ISA L analysis is that o f  a sense o f  [­
Security] and [-Satisfaction] am ong the M ES. This is often coupled w ith a sense o f  [-Priority] 
associated w ith the person or th ing  causing the [-Security] and [-Satisfaction], and [+Propriety] 
w ith  people or things that counter, or avoid  the cause o f  insecurity  and dissatisfaction. These 
situations are discussed below.
The first pattern  is the overw helm ing expression o f  [-Security] and [-Satisfaction] expressed in Q1 
by the M ES group w hen presented w ith an article that questions the status quo and, specifically, 
the position  o f  English, and prom otes A frican languages as a m eans o f  unity. A s m entioned in the 
previous section, the appraised in these situations are the topic clusters o f  Institu tions (South Africa, 
society, schools, L iEP), S e lf (language learners or learning) and Z ulu  (language learners or 
learning). This indicates a sense o f  unease w ithin the M ES associated  w ith  the language situation 
in schools concerning the L iEP, and conveys a sense o f  d isquiet w hen it com es to issues o f  language 
learning and their inability  to use another language functionally  (m onolingualism ). This is a thread 
that runs th roughout the results from  the A PPR A ISA L analysis. This indicates a positive evaluation 
o f  p lurilingualism  and a negative evaluation o f  E nglish  m onolingualism . This pattern  can be seen 
in the exam ples below:
1.13 (Q1:F2:16) “they don’t just speak in English”.
1.14 (Q1:F7:2-3) “why aren’t more of our people more bilingual”.
1.15 (Q1:F6:4) “just having English”.
1.16 (Q1:F5:2) “we need to know most of the languages”.
The dissatisfaction displayed tow ards Institu tions indicates an acknow ledgem ent o f  the ‘unusual’ 
status o f  M ES in the country, w ith the insecurity  indicating the potential conflict o f  identity  am ong 
M E Ses as they  seek to identify  w ith  the R ainbow ism  ideology. The exam ples be low  reveal this 
dissatisfaction and unease w ith the language situation:
1.17 (Q1:F1:12) “really hard for me”.
1.18 (Q1:F1:18) “It’s unfortunate”.
1.19 (Q1:F4:2) “like it’s a touchy subject”.
W ith th is sense o f  insecurity  and dissatisfaction com es positive appraisals o f  Security in  relation to 
having  access to E nglish  M OI, as well as [+Satisfaction] in  relation to E nglish  ability. This further 
indicates a discourse o f  com prom ise, or split in the ‘ loyalties’ o f  the participants betw een
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m onolingual speakers o f  E nglish  (potentially w ith  m arkers o f  a m onolingual m indset) and the 
R ainbow  N ation ideology.
In  Q2, the sam e discourse o f  com prom ise m entioned above is highlighted, even though the [­
Security] and [-Satisfaction] has a slightly different focus than  in  Q1. Insecurity  is m ainly expressed 
in relation to Z ulu  and its use, particularly  at schools w here there is a lack o f  understanding on the 
partic ipan t’s part. The lack o f  understanding o f  Z ulu  (by the participant) is also expressed w ith  [­
Security]. The tw o exam ples below , 3.1 and 3.2, illustrate this sense o f  social anxiety related  to not 
know ing Zulu:
1.20 (Q2:F6:21-23) “And if you say, if you reprimand someone and they’ve got their whole group of friends 
there, they’ll immediately start talking in Zulu. And you know it’s about you, sort of thing.. .you can’t 
understand it because you don’t know”.
1.21 (Q2:F5:26) “it’s like I wish I knew how to speak Zulu”.
In  3.1 the participant relays a situation w here, w hile conducting duties as an ‘acting p refec t’ at 
school, she had  to  reprim and a Z ulu-speaking classm ate in  front o f  their Z ulu-speaking  friends. 
The confrontation is expressed w ith  frustration and insecurity, stem m ing prim arily  from  the use o f  
Z ulu  to speak about the E nglish-speaking participant. In 3.2, the participant expresses a strong 
desire to  speak Z ulu  in reaction to a situation sim ilar to the one related  in 3.1, w here the participant 
could tell that she w as being spoken about in  Zulu, b u t d id no t know  w hat w as being  said. The 
above is com bined w ith the [-Satisfaction] expressed in  relation to being  in  situations w here Z ulu 
speakers, w ho are know n to be able to speak English, speak Z ulu  around E nglish-speakers or in a 
predom inantly  E nglish  environm ent (see exam ple 3.1). This heightens the insecurity  the 
participants appear to  experience from  not being able to speak Zulu.
A s has been  seen already, there are various factors that com plicate the attitude o f  the participants 
tow ards Zulu. In Q3, w hich deals specifically w ith choice o f  FA L, and so directly w ith  attitudes 
tow ards Z ulu  and A frikaans (as the tw o options for FA L in KZN), [-Security] [-Satisfaction] [­
Propriety] are p laced  on the Z ulu  speakers in  the Z u lu  FA L class (m aking up the w hole class for 
the girls, and all but one for the boys) (as seen in  4 .3.1.1, [-Propriety] will be d iscussed in further 
detail later in th is section.). The m ales express particularly  strong sentim ent about it. The Z ulu 
m ales are also said  to have been particularly  ‘c ru e l’ to non-Z ulu  speakers w ho choose to  take Z ulu 
FAL. This is strongly expressed in the statem ent:
1.22 (Q3:M6: 9-11) “they were saying that people the Zulu boys were like laughing at them like ‘what are 
they doing here’ like but speaking in Zulu about them but you could sort of pick up that they mocking 
you for like ‘why are you here’ sort of thing”.
T hese three features are also aim ed at the class or subject itself. The m ajority  o f  these expressions 
com e from  the boys. The A ttitude choices m ade in  connection w ith the Z ulu  FA L class, indicate a 
situation that m akes it untenable or inadvisable for non-Z ulu  m other-tongue speakers to take Z ulu
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FAL. [+Propriety] and [+Satisfaction] are expressed by  one participant tow ards a ‘tru e ’ Z ulu  FA L 
class -  m ade up o f  ‘people like m e’, nam ely, non-m other-tongue Z ulu  speakers.
1.23 (M4: 13-14). “ja  I I think it would affect me ja  I think I would get a lot worse mark in that class than I 
would in a people () in a class that everyone is at the same level as me”.
This reveals a very real issue w ith in  the current South A frican schooling system , w here Z ulu  FA L
classes are full o f  Z ulu  speakers w ho w ant to learn to read  and w rite and study in their m other-
tongue (aside from  a benefit associated w ith studying your first language as a second language).
This m eans that second language Z ulu  classes are no t aim ed at or catering for second language
learners, w ho stick to A frikaans (for their m ark s’ sake), and so feel the opportunity  or choice to
take Z ulu  FA L at school is b locked  from  them . D issatisfaction is also expressed in relation to the
nature o f  the change in difficulty  (and lack o f  frequency o f  Z ulu  teaching  versus A frikaans
teaching) betw een prim ary and high school Zulu. O ne fem ale participant (F2) claim s they are
‘spoon fed ’ in prim ary school, yet high school Z ulu  is said to  be m uch harder than  high school
A frikaans. Thus they w ould  be under-prepared for high school Zulu, and with less o f  a support
structure at hom e. This is p icked  up on again in  4.3.1.4 in relation to [+/-Valuation].
A  feature revealed w ithin the pattern  o f  [-Security] and [-Satisfaction], is a trend  o f  positively 
evaluating possibilities, or abstract/potential scenarios or situations. This is seen strongly in Q4. 
This question, as m entioned in the outline o f  the question in 4.3.4, is in  essence asking the 
participants to evaluate an abstract thing -  M andela’ s quote -  no t w hether or no t they them selves 
do w hat the quote refers to. A nsw ers to  the corresponding question in appendix 20, as m entioned 
in 4.3.4, deals w ith the question o f  w hat actually occurs in a contact situation betw een the M ES 
and som eone who does no t speak E nglish  as a first language (usually Z ulu  speakers). In  Q4, there 
are few er responses o f  [-Security] and [-Satisfaction] w hich dom inate the A ffect subsystem  o f  the 
previous 3 questions analysed (see 4.3.1.1). Instead, as shown, the m ajority  are expressions o f  
[+Satisfaction], [+H appiness] and [+Security]. A n exam ple o f  th is can be seen in  1.24 below.
1.24 (Q4:F7: 19-21) “It takes lots of courage. I sort of So I feel, I feel admiration for them because it’s not 
their first language and they are trying to speak a language that is widely known around the world. So 
I admire their courage and their enthusiasm.”.
This overtly  positive evaluation o f  p lurilinguals and p lurilingualism  is also, how ever, a 
m anifestation o f  the m onolingual m indset, in that it characterises p lurilingualism  as ‘exceptional’, 
the ‘excep tion’ to  the norm  -  i.e. m onolingualism . This is d iscussed further in 4.3.1.3 w hen we 
discuss issues regarding [+/-N orm ality]. The positive evaluation seen in  1.24 is com plem ented in 
Q4 (and throughout the 6 questions) by a pattern  indicating the sense o f  aw areness o f  ‘w rongness’ 
o f  no t know ing a LO TE, particularly  in  South A frica  (and the L iE P etc.). This can be seen (further 
to  the exam ples above) in the expressions o f  [-Security], [-Satisfaction], [-Propriety] and general 
negative attitudinal m eaning, in  association w ith this topic (i.e. LO TE). This is expressed by 
participant M 4 in the follow ing extract e.g. 1.25 (Q 4:M 4:14-21):
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P: um well to me I I I if they not an English speaker the kind of for some reason feel sorry for them ()
I: okay
P: because I know that I probably can’t speak their language and a feel a bit ashamed that I can’t really
speak what what they can () but they put in the effort to speak what I () speak 
my language () which ja uh you do get a feel of shame () like 
I: oh okay
P: tha that they have put in the effort and you haven’t but () other than that ja
H ere the participant expresses sham e and discom fort [-Satisfaction], [-Security] at the fact that he 
does no t speak Zulu, ye t Z u lu  speakers have put in the tim e and effort [+Tenacity] to learn English. 
This is, as d iscussed in  the previous paragraph, in essence a positive evaluation o f  plurilingualism , 
and the benefits offered in an ‘abstract’ w orld  w here the participant do speak a LOTE. H ow ever, 
im m ediately after saying this, the participant states that,
1.26 (Q4:M4: 28-29) “Ja ja  I don’t think I have um like would have a motivation to learn anything other than
like English or like maybe Afrikaans”.
The sentim ent in the exam ple above is no t peculiar to th is participant, and features in discussions 
o f  [+/-V aluations] in section 4.3.1.4. This is despite continued expressions o f  [-Security], centring 
on a lack o f  LO TE or p lurilingualism  (exam ple 1.27 below ), and [+V aluations] o f  speaking a 
LO TE, w hich reinforce the positive valuation o f  the potential available to  them , i f  they could  speak 
a LO TE (exam ple 1.28 below).
1.27 (Q1:F1:6) “then I tried to do it but I didn’t speak it well”.
1.28 (Q1:M5: 4-6) “if you don’t speak that language and then like you make the attempt to speak in that 
person’s language and not your own language they take it more seriously and they understand it better”.
This highlights or characterises the conflict betw een the R ainbow  N ation or ‘R ainbow ism ’ ideal
that the participants put forw ard, and the realities o f  the m onolingual m indset and being  a 
m onolingual native speaker o f  the language o f  pow er in South Africa. H ere, the ‘lack o f  m otivation’
is alm ost put forw ard as an excuse or reason for why, despite expressing the sentim ents in  exam ple
1.25, the participant does no t know  Zulu. This avoidance o f  fault, or capacity (to be d iscussed 
further in 4.3 .1 .3) is reinforced w hen one com pares the results o f  Q4 w ith that o f  the m ore concrete 
situation proposed  in Q4b (see section 3.5.2.5 and table 3.11). This sam e participant (M4: 183-187) 
relates the follow ing in Q4b. exam ple 1.29:
I: do you ever try and speak
P: Ja I do try and I often fail and it’s and it’s more embarrassing if you do fail than if you don’t try.
I: okay
P: I guess maybe not to them but like to me it would feel more embarrassing if I did fail
H ere the participant is indicating that there is a clear instance o f  the social m otivation to learn a
language not out w eighing the social fear o f  speaking a LOTE. This ‘excuse’ o f  em barrassm ent or
lack o f  Capacity in a LO TE (say Zulu), is a recurring them e in answ ers to the in te rv iew  questions, 
and represents a facet o f  the m onolingual m indset.
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All of the above is coupled with a sense of impropriety on behalf of the Zulu speakers in these 
situations, as can be seen in example 3.1 above. A further example can be seen in the following 
example:
1.30 (M7:19-21) “Like () say like if I’m at home and like the guards and stuff uh are like talking like they 
don’t want () like they’ll be talking to me in English then all of a sudden they’ll like say some like 
whisper something amongst themselves in Zulu”.
In example 1.30 the participant expresses [+Security] when being spoken to in English by Zulu 
speakers, as well as a sense of propriety on behalf of the Zulu-speakers for speaking to him in 
English. This is reversed when the Zulu speakers are seen to switch to Zulu and, particularly, to 
whisper in Zulu. This indicates the content is considered ‘ threatening’ to the participant as, even 
though the Zulu speakers are aware that the participant cannot speak Zulu, they feel the need to 
whisper, in turn heightening the sense of insecurity. This sense of impropriety on the part of Zulu- 
speakers while speaking Zulu around English-speakers could be seen as sub-conscious countering 
the overtly positive reaction to Zulu and LOTE in Q1. However, while the use of language to 
exclude is expressed very negatively, English speakers are portrayed as having no fault (unlike the 
Zulu speakers). This is discussed and illustrated further below in relation to [Capacity]. There are 
only two instances where participants say English is exclusive. A further use of expressions of [­
Propriety] is made by the participants in relation to the language situation in the country and 
Durban. This is so particularly in relation to English monolingualism, and to the LiEP, and to 
language issues in school.
4.3.1.3 Patterns of [+/-Capacity] and [+/-Normality]
In this section we first investigate patterns in the use of expressions of [+/-Normality]. This is then 
followed by an investigation into the use of [+/-Capacity]. When looking at the issue of language 
and [Normality] in the responses of the participants, one must bear in mind the particular linguistic 
set up in Durban vis-a-vis that in the country as a whole (as discussed in 2.2). Most of the students 
seem aware of the slightly different linguistic status, with comments about Durban being ‘ more 
English’ or just having English, with a [-Satisfaction], and/or [-Normality] appraisal appearing in 
the answers to most of the questions asked in the interview. Examples of this can be seen below:
1.31 (Q1:F2: 28/29) “But we’re very closed in from the rest of South Africa”.
1.32 (Q1:F2:31/2) “it’s just mostly in Durban that we just speak English”.
Expressions of [-Normality] in Q1 focus on participants’ not speaking Zulu, and Durban’s 
monolingual English status (as far as their wider social group is concerned), often coupled with a 
sense of [-Propriety] as mentioned in 4.3.1.2 (see 1.22). This marries with the sense of 
dissatisfaction and insecurity seen in 4.3.1.2:
1.33 (Q1: F2:4) “we don’t pay that much respect to Zulu or Afrikaans”.
1.34 (Q1:F7:12/3) “we should know that cultures and languages that we’re surrounded by”.
1.35 (Q1:F5:1) “instead of just learning English”.
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1.36 (Q1:F6:4) “just having English”.
Q2 provides m any exam ples o f  expressions o f  [+N orm ality], m ost o f  w hich are m ade in  relation to 
E nglish  as seen from  the exam ples below:
1.37 (F1:7-8) “it’s just the way it’s happened”.
1.38 (F6:3-4) “It’s just the language most people in the world do speak”.
1.39 (F7:1-2) “the majority of the people now know English as first language”.
This is possib ly  unsurprising as the participants are all m onolingual E nglish  speakers. H ow ever, 
the participants do not only m ake the expressions o f  N orm ality  in relation to them selves, but 
tow ards the general society and the use o f  E nglish  in  South A frican and w orldw ide, as seen in 
exam ples 1.37 -  1.39 above.
From  the above one can see an indication o f  a rejection o f  the m onolingual nature o f  the 
partic ipan ts’ existence in  a plurilingual society. H ow ever, the ‘b lam e’ is being  p laced  on the 
shoulders o f  ‘the pow ers that b e ’, no t on them selves. This can also be seen in statem ents such as 
those in exam ple 1.2 and the assignm ent o f  [-Capacity] to  society in the statem ent “w e can ’t really 
change a lot o f  that” , w hich follow s the pro-plurilingual statem ents in exam ple 1.4. Furtherm ore, 
in Q1, although the m ajority o f  responses reflect an em bracing o f  the plurilingual ideology and 
equal language opportunities for all, instances o f  the m onolingual m indset punctuate  the 
partic ipan ts’ appraisal. W hile there are [-V aluations] o f  English, so too are there o f  Z ulu  and 
A frican languages. There are also m any instances o f  a sense o f  [+Capacity] and [+Satisfaction] 
expressed in relation to English. The exam ples below  provide instances w here the above m entioned 
situation occurs:
1.40 (Q1:F1:10) “Because I don’t use it”.
1.41 (Q1:F1:17) “my parents don’t do it, my friends, you know my social circle”.
1.42 (Q1:F2:11) “we don’t learn it willingly”.
1.43 (Q1:F5:10) “we can’t really change a lot of that”.
1.44 (Q1:F7:8) “it is a bit one-sided towards the fact we need to push for more African languages”.
T hese exam ples form  part o f  expressions o f  w hat portray  a sense o f  N orm ality  that is oriented 
tow ards a naturalisation o f  E nglish  and its roles in society. A lthough these expressions are often 
accom panied w ith expressions o f  [-Satisfaction] tow ards the situation, a solution or m otivations to 
change is no t offered. A  feature related  to  th is is evident in  the replies o f  the participants, especially 
w hen dealing w ith issues o f  N orm ality , nam ely, [-Capacity]. This is specifically [-Capacity] 
expressed in  relation to non-E nglish  speakers, and E nglish  itself, in term s o f  E n g lish ’s w ide ranging 
status, pow er and possible, yet unintentional, exclusion o f  non-E nglish  speakers. This highlights 
an expression o f  a m onolingual m indset as partic ipan ts’ express attitudes that it is ‘ just the w ay it 
is ’. This [-Capacity] can be seen in the exam ples below:
1.45 (Q2:M6:6-7) “it’s not really their fault that it excludes people that can’t speak English”.
1.46 (Q2:F2:2) “I don’t think it excludes people on purpose”.
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This is further highlighted in Q3 where participants speak about their language choices at school. 
There is an apparent conflict between the expression of [+Normality] of English and its inherent 
inclusivity, and the expressed disapproval of exclusion through language. A contributing factor to 
this seems to be a misunderstanding of how wide-spread English actually is in South Africa, as 
well as the fluency of those who claim to be able to speak it. As mentioned in chapter 2, roughly 
only 40% of South Africans claim ability in English, however the participants’ answers are 
generally higher than that (though a few did guess correctly when referring just to KwaZulu-Natal. 
See Appendix 16 for the participants’ responses). In sum, English speakers are seen as lacking 
Capacity or ‘fault’ in the exclusion of non-English speakers, yet Zulu speakers are not afforded the 
same (due to their (sometimes assumed) fluency in English versus the lack of Zulu ability of 
English speakers). Agency is further removed from English speakers and placed upon the 
maintenance of the ‘status quo’. In addition to this, when asked if English was ever used to exclude 
in Q7, some participants spoke about English excluding/ not being at fault, or English being more 
inclusive/exclusive -  personifying English and removing human or personal agency.
Zulu is often associated with [-Normality], on Q3 with one participant pointing out that they could 
have no help at home
1.47 (Q3:F6: 6-8). “Also, none of my family has a background of doing Zulu. So it would’ve been 
harder for me because I wouldn’t have been able to go home and ask somebody who could’ve 
helped me” .
This sense of [-Normality] is further related to Zulu in the statement of M6 where he comments on 
the difference in time allocation between Afrikaans and Zulu FAL in primary school:
1.48 (M6: 17, 18 & 20) “uum I just it’s a whole lot easier I think and that we did a whole lot more Afrikaans 
in the prep school = um than Zulu like we had Zulu twice a week and Afrikaans everyday” .
4.3.1.4 Patterns of [+/-Valuation]
The pattern of the focus of expressions of Appraised for [+/-Valuation] is consistent throughout 
and also shows a strong gendered difference. Furthermore, it strongly exemplifies the conflict 
between the Rainbow Nation ideology that values plurilingualism, and the monolingual mindset. 
This, along with expressions of [+/-Inclination] are discussed in this section.
Throughout all 6 questions, participants, particularly the females, express [+Valuation] towards 
plurilingualism and topics associated with being able to speak another language or being able to 
speak in one’s mother-tongue. Issues of gender differences in responses will be addressed in 5.3.1. 
The focus of [+Valuation] appraisals differs slightly from question to question. While in Q1 and 
Q4, Q5 and Q6 [+Valuation] is expressed towards plurilingualism, speaking a LOTE and other 
related appraised, in Q2 [+Valuation] is expressed in relation to English, and in Q3 in relation to
Academic Success. These various expressions of [+Valuation] will be discussed to various degrees
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in w hat follows. W hile [-V aluation] is expressed less often  than  [+V aluation], its focus is generally  
on LO TE, w hich contradicts the [+V aluation] o f  p lurilingualism  and its associated appraised.
A s m entioned [+V aluations] o f  E nglish  can be found in Q2, as the question is related  to the question 
o f  w hether E nglish  is exclusive, or excludes. A n exam ple o f  the rejection o f  th is idea, and a 
[+V aluation] o f  E nglish  can be seen in exam ples 1.45 and 1.46 (cited  earlier) w hich focus on the 
use o f  [-Capacity] in  relation to  English. The participants reflect a m onolingual m indset in  their 
v iew  that E nglish  is good and beneficial for all -  and does no t exclude. The influence o f  the 
m onolingual m indset through the [+V aluation] o f  E nglish  can also be seen in  the exam ples below  
w here, w hen asked w hat language they w ould  w ant their children to know, 8 o f  the 9 participants 
state that they w ould w ant them  to speak E nglish  w ithin the opening 4 lines o f  their response. 
Interestingly, these responses generally  involve som e kind o f  upscaling and contraction o f  the 
[+Inclination] tow ards English. E xam ples 1.49 and 1.50 be low  illustrate this.
1.49 (Q5:F2:1) “English definitely English”.
1.50 (Q5:M4:3) “um I’d definitely want them to know more than one um definitely English” .
A s one can see from  the further exam ples in A ppendix 21 (section 1), participants either state 
E nglish  outright (1.1 and 1.2) and then  verify  the question or qualify their statem ents, or they 
m ention other languages b u t express that E nglish  as the naturally  learnt language [+N orm ality] o f  
choice (1.3 and 1.4).
A s discussed, participants express overtly  positive attitudes tow ards plurilingualism . A long with 
th is is often  a positive evaluation o f  Z ulu  as a language, as well as the idea that languages can be 
life skills, and not ju s t subjects. H ow ever, academ ic success -  in respect o f  w hich Z ulu  FA L is seen 
to  be a barrier -  is very highly  evaluated, and can be seen as the m ain m otivator behind  scholars’ 
choice o f  A frikaans FA L over Z ulu  FA L (along w ith  the issues no ted  w ith the offering o f  Zulu 
FA L  discussed in  4.3.1.2). This situation is overtly expressed in the statem ent;
1.50 (F2: 5-7). “Well honestly like I wanted to take Zulu but my mark was higher in Afrikaans so I looked 
more at the marks than what I really wanted to do cos it’s what’s gonna get me where I want to be one 
day”.
The only participant to state that he actually got better m arks in Z ulu  than  in  A frikaans in prim ary 
school, also states 1.51 (M3: 14-15) “but people did say that Z ulu  gets m uch harder () as it progresses 
as well as the standard o f  testing  in m atric along w ith  it” , indicating a sense that Z ulu  w ould  be a 
bad  option in the long term  regarding m arks. This sense o f  academ ic preservation as a m otivator in 
language choice seem ingly outw eighs the expressed sense o f  [+V aluation] tow ards Z ulu  and 
plurilingualism . Thus social benefits, and the appeal o f  social assim ilation offered by learning Z ulu 
(or any L O TE), are no t seen as strong enough to outw eigh the im m ediate benefits o f  taking an 
‘easier’ subject at school. The com parison o f  [+/-Com position] (i.e. the difficulty  o f  the subject)
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betw een Z ulu  and A frikaans is often m ade by the students. This is further com plicated by the issues 
h ighlighted in connection w ith Z ulu  FA L at school, to  be discussed below . A frikaans is, how ever, 
no t characterised  as an ‘easy’ or enjoyable subject. The participants relate a struggle with 
A frikaans, and lack o f  confidence in  being able to speak it. Thus, m arks alone appear no t to be a 
strong enough m otivator to facilitate effective language learning in A frikaans. S tudents report not 
being  able to  or being confident enough to speak A frikaans, and m any indicate it is also very hard.
1.52 (F2:59-60) “I m ean it [Zulu] is know n to be the hardest language to try  and learn” . This w ould 
be linked to the often expressed fact that A frikaans has no social value in D urban, and so 
environm ental m otivation to  learn and use it (and in so doing becom e bilingual) is low.
In  looking at patterns o f  [+/-V aluation], there are, naturally , echoes o f  the positive evaluation o f  
abstract or potential situations (d iscussed in 4.3.1.2), and a vacillation w hen it com es to concrete 
scenarios w ith children and language learning practicalities. Participants (especially  m ales) state 
outright that they w ould  support language learning, as long as it does no t in terrupt other academ ic, 
cultural or sporting pursuits, as is shown in exam ples 1.53 and 1.54. It is also expressed strongly 
by participant M  5 (who w as no t chosen as a case for th is question), w hen he states
1.53 (M2: 7-8) “it’s for their own good but ja  I mean just for the subject I want them to get a reasonable 
mark so”.
1.54 (M5:11-14)
P: ja  if it’s not gonna alter like not gonna affect like their maths and their sciences and =
I: = as long as they can still function at school =
P: = and play sport well and ().
O ther participants evoke a [-Security] or [-V aluation] o f  language learning versus academ ic success 
in their responses. L anguage learning, and so p lurilingualism , are seen as desirable social 
phenom ena, bu t purely academ ic in acquisition, thus for the participants there is a m ism atch 
betw een their R ainbow ism  desires, and the practicalities and securities i f  a m onolingual m indset. 
Further to this, w hile both  m ales and fem ales express [+V aluation] tow ards A frican languages in 
general (not necessarily  in  their ow n lives), m ales tend  to  qualify their valuation  w ith ‘in South 
A frica’ m ore often than fem ales do. M ales (and participant F3 in particular) tend  to express 
[+V aluation] tow ards international languages m ore often than fem ales.
The attitude expressed tow ards A frikaans is com plicated. There are m any instances o f  participants 
saying that they never use A frikaans ([-V aluation]) especially in D urban, and, as d iscussed above, 
m ention it as a purely academ ic exercise. Thus its [+Valuation] lies purely in its  ‘ease’ o f  passing 
com pared w ith Zulu. Further to this, [+Inclination] is often  expressed in relation o f  A frikaans, 
especially w hen participants express happiness over being  able to  talk  another language effectively. 
Thus A frikaans is positively evaluated w hen the participants m ention it in connection with
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‘un leash ing’ their plurilingual ability, w hich reinforces their [+V aluation] and prom otion  o f  
plurilingualism . Som e participants (such as F2 and M 6) talk  positively about A frikaans in  term s o f  
its use elsew here in  South Africa. [+V aluations] o f  A frikaans (and [+R eaction]) are m ade in 
relation to the m akeup o f  the A frikaans FA L class (i.e. m ade up o f  genuine 2nd language A frikaans 
learners) and the Z ulu  FA L  class (w hich is m ade up o f  1st language Z ulu  speakers) (see 
exam ple1.23)
One last pattern  evident in  Q6 is a tendency to  take a presence or lack o f  E nglish  as affecting South 
A fricanness. This is evident through the occasions w here participants state that it is no t the 
ind iv idual’s ‘fau lt’ i f  they only speak Z ulu  or do not have access to  English. This is exem plified  in 
exam ples 1.55 and 1.56 below:
1.55 (F1:3-4) “you can’t say someone’s less of a South African if they only speak Zulu”.
1.56 (M6:1) “I mean whatever language you speak is not really your fault that you born to Zulu speaking 
people”.
This m arks speaking E nglish  as a distinctive feature being  a ‘South A frican’ in the eyes o f  the 
participant. T he participants do not seem  to consider the fact that Z ulu  is an indigenous language 
to South A frica, w hile E nglish  is naturalised. This also continues a trend  seen in  earlier responses 
to questions w hereby a lack o f  know ledge o f  a certain language is characterised  as lacking agency 
or reflecting fault on the part o f  the individual w ho does no t know  the language. There is an inherent 
lack o f  capacity  felt w hen it com es to language learning or com m unicative ability and the lack 
thereof. H ow ever, in  contrast to  the South A fricanness o f  E nglish  seen above, in exam ple 1.57, the 
sam e participant that m ade the statem ent in 1.55 states:
1.57 (F1: 5-7) “if I was able to speak many languages I would definitely be, be able to say I was a true South 
African () more so than someone who just speaks English”.
H ere we see an apparent contradiction betw een the im m ediate denial that language can affect 
som eone’s South A fricanness in 1.55 and the assertion here that only speaking E nglish  m akes you 
less o f  a ‘tru e ’ South African. H ow ever, be low  the contradiction possibly lies a reinforcem ent o f  
the uneasy relationship betw een  the individual and h is/her m onolingualism . Only speaking Z ulu 
does no t m ake you  less South A frican -  but only speaking E nglish  does.
The exam ple above highlights the second and m ost p revalen t pattern  evident in the partic ipan ts’ 
responses to Q6. In  1.57 the participant m akes th is statem ent, after starting o ff  her reply by m aking 
the fo llow ing statem ent:
1.58 (F1:1-2) “I don’t know if to make you a better South African you would speak; it would mean that you 
would speak a different language”.
This is an initial rejection [-V aluation] o f  a link betw een South A fricanness and language. She then 
im m ediately follow s it up w ith an indication o f  [+Propriety] in the statement:
116
1.59 (F1:2) “but I think it would help”.
H ow ever, the social im plications o f  th is statem ent are revealed  as the participant further indicates 
[-Security] by stating:
1.60 (F1:2-3) “if you know what I mean”.
In v iew ing responses to th is question, a pattern  is evident w here by the participants -  for the m ost 
part -  initially respond w ith  a denial o f  the statem ent m ade in  the article. F1, F3, F4, F6, M1 and 
M 8 all start their responses w ith an initial statem ent o f  ‘N o ’ or ‘I d on ’t th ink  so ’. H ow ever as will 
be show n below , they all (bar F6) go on to contradict or confound th is sentim ent in som e way. As 
we see, th is highlights a split betw een an entrenched/reinforced m onolingual m indset in  English 
and a surface Rainbow ism .
1.61 (F4: 4-6) “but um I think knowing more than one African language might make like make you more 
proud to be South African”.
1.62 (Q6:M1:1-2) “no I think we would sort of get on with each other better because we would understand 
each other properly”.
1.63 (Q6:M5:1-2) “think that () sort of we’d be more united as a country if everyone could understand 
everyone else”.
The relationship betw een statem ents such as those  above and its reflection o f  uncertainty in term s 
o f  E ngagem ent is further addressed in 4 .3 .3 .3 .W e can see for the above illustrations a 
characterisation o f  the discourse o f  com prom ise produced by the participants as they w restle w ith 
the dem ands o f  a rainbow  nation ideology that is incorporated  w ith in  a concept o f  ‘South A frican’ 
national identity, and the m onolingual m indset engendered in them  through their upbringing as 
m onolingual English  speakers in the m ost ‘E nglish  secto r’ o f  the country (as detailed  in sections
2.2 and 3.3.1). W e no w  m ove on to  look at the G raduation subsystem .
4.3.2 Graduation
In  w hat follow s I will reflect on the general breakdow n o f  the G raduation choices o f  the participants 
across all 6 questions, and detail the patterns evident therein.
4.3.2.1 Description of figures and appraised
Table 4.5 on the follow ing page provides an overv iew  o f  the total num ber o f  instantiations o f  
G raduation choices used across the 6 questions, including the instances o f  upscaling (US) and 
dow nscaling (DS) per question.
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Q1 Q 2 Q 3 Q4 Q 5 Q6
U S DS U S D S U S D S U S DS U S DS U S D S
Force
Intensification:
Quality 18 15 5 17 13 4 23 22 1 10 9 1 8 3 5 2 1 1
Process 31 25 4 25 13 12 47 38 9 15 9 6 46 32 14 16 8 8
Total Intensification 49 40 9 42 26 16 70 60 10 25 18 7 54 35 19 18 9 9
Quantification:
Number: Amount 21 13 8 21 12 9 44 31 13 7 6 1 20 11 9 19 17 2
Extent: Distribution 11 7 4 9 6 3 22 14 8 4 3 1 4 3 1 2 1 1
Extent: Proximity 1 1 0 3 2 1 1 1 0 0 0 0 1 1 0 0 0 0
Total Q uantification 33 21 12 33 20 13 67 46 21 11 9 2 25 15 10 21 18 3
Total Force: 82 61 21 75 46 29 137 106 31 36 27 9 79 50 29 39 27 12
Focus
Sharpen 2 2 0 1 1 0 6 6 0 0 0 0 1 1 0 4 4 0
Soften 10 0 10 9 0 9 11 0 11 11 0 11 4 0 4 7 0 7
Total Focus 12 2 10 10 1 9 17 6 11 11 0 11 5 1 4 11 4 7
Total 94 63 31 85 47 38 154 112 42 47 27 20 84 51 33 50 31 19
Type
Infusing 25 20 5 15 15 0 18 12 6 7 6 1 5 3 2 2 1 1
Isolating 69 43 26 70 32 38 136 100 36 40 21 19 71 41 30 48 32 16
94 63 31 85 47 38 154 112 42 47 27 20 76 44 32 50 33 17
Table 4.5: D istribution of G raduation choices in questions 1-6 Q1-6)
In  all 6 questions the m ajority o f  G raduations coded are classified as Force. On average there are 
11 instances o f  Focus (see table 4.5 above for figures per Q uestion), com pared to 54 instances o f  
Force. This figure (average Force) is low er than initially appears in the individual figures per 
question as Q4 and Q6 have substantially  few er instances o f  G raduation overall (47 and 50 
respectively com pared to 94 (Q1), 85 (Q2), 154 (Q3) and 84 (Q6), indicating roughly h a lf  the 
num ber o f  G raduations). The m ajority o f  all expressions o f  Focus, are those o f  Soften. Only 14 out 
o f  a total o f  66 Focus graduations are Sharpened. A ppendix  18 contains graphs show ing the 
breakdow n o f  G raduation A PPR A ISA LS across all 6 questions.
O f the Force appraisals, the m ajority  in  each o f  the 6 questions are classified as Intensification, 
w ith the num ber o f  Q uantification graduations close behind. See table 4.5 for exact figures per 
question. The m ajority o f  In tensification graduations are o f  Process, w ith Q uality m aking up 
anyw here from  11 to 40%  o f  the instantiations. Num ber: A m ount m akes up at least h a lf  o f  all 
Q ualification graduations across all 6 questions. Thereafter Extend: D istribution is the m ost often 
expressed form  o f  G raduation, w ith Extent: Proxim ity  only being  expressed 6 tim es in total across 
the Q1-6. In general, m ore instances o f  G raduation are upscaled than  dow nscaled (333 out o f  514 
-  roughly 65%).
The appraised according to the ‘topic c lusters’ (discussed in section 3.5.2) is detailed  below . I look 
at the overall negative and positive attitudes associated w ith the different clusters according to 
expressions o f  Graduation. Only those clusters that produce a significant num ber o f  expressions o f  
G raduation per question are discussed (i.e. i f  ‘E ng lish ’ only received  2 expressions o f  G raduation,
118
it is no t included in the analysis). E xam ples o f  typical graduations associated w ith these cluster can 
be seen in  section 4.3.2.1.
Plurilingualism: Q uestions 1, 3, 4, 5, 6 all feature a fair num ber o f  graduations coded for this 
cluster. Q 1’s graduations focus on p lurilingualism  including language learning, and Society. Q 3 ’s 
graduations focus on p lurilingualism  including language learning and choosing an FAL. The 
graduations are overw helm ingly positive attitudinally (upscaled 21 versus 5). Q 4 ’s graduations 
focus on plurilingualism  including speaking o th ers’ language (m ainly fem ales) and non-E nglish  
speakers speaking E nglish  (m ainly m ales). All bu t one has a positive attitudinal m eaning. The sole 
negative statem ent is actually ‘p ositive’ regarding p lurilingualism  as the participant (M 4 -  see 
exam ple 1.25) is stating that he feels ‘so rry ’ for N on-E nglish  speakers having to  speak English, 
and a sense o f  guilt or sham e that he does no t reciprocate. Q 5 ’s graduations focus on 
plurilingualism , including diversity, bilingual education (prim arily by fem ales) and language 
learning (especially  at young age). Q 6’s graduations focus on p lurilingualism  (negative and 
positive). P lurilingualism  particularly  relating to it affecting South A fricanness, and know ing 
A frican languages is generally  negatively  appraised.
Zulu (African languages): Q 3’s graduations focus on Zulu, particularly  as a FA L, and its im pact 
on academ ic success. These graduations are m ore negative (43) than  positive (15). O f the 36 m ale 
instantiations in th is question involving G raduation, all bu t 6 are negative. This indicates a m uch 
m ore overw helm ingly negative association w ith the Z ulu-related  topics for m ales than fem ales. 
Q 5 ’s graduations focus on Z ulu  and A frican languages (in SA). Instantiations are alm ost equally 
positive and negative.
English: Q uestions 1, 2, 5 and 6 all feature a num ber o f  graduations coded in  th is cluster. In Q1, 5 
and 6 graduations are alm ost exclusively positive, w ith  graduations o f  m onolingual upbringing in 
Q5 only receiving negative attitudinal m eaning. In Q2, there are 32 graduations in  th is cluster. They 
focus on E nglish  being  used to  exclude (usually in the form  o f  a denial), and graduations relating 
to  E ng lish ’s benefits and usefulness; English  as a language; E nglish  speaking countries (positively). 
The positive assessm ents o f  E nglish  speaking countries are m ade m ainly by m ales.
Academic Success: Q5 features a num ber o f  graduations coded as the ‘A cadem ic Success’. These 
include topics relating to bilingual education and theoretical language learning.
Afrikaans: Q uestions 3 and 5 feature a num ber o f  graduations coded under th is cluster. In  Q3 
graduations focus on A frikaans teaching, participant ability, and A frikaans as a FAL. These are 
m ainly negative (27 out o f  41). In  Q5 graduations concern A frikaans as a FA L and theoretical 
L anguage learning/teaching (in relation to FAL).
Self: Q uestions 1, 2, 4 5 feature a num ber o f  graduations coded as ‘S e lf . In  particular, these 
graduations relate to the fact that the participant does no t know , speak or understand Zulu, or in
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general. These expressions are generally  coded as negative attitudinally as they represent a lack o f  
or desire for som ething often characterised  as beyond their reach.
O ther question-specific clusters that receive a num ber o f  graduations:
Q2: E xclusion through language (13, usually  negative)
Q6: B eing a good person (usually positive) and language affecting South A fricanness (usually 
negative).
W e no w  look at any particu lar patterns o f  use o f  up and dow nscaling. E xam ples o f  typical 
graduations associated with the clusters outlined above can be seen in section 4.3.2.1.
4.3.2.2 Patterns of upscaling and downscaling
This section looks at patterns o f  U pscaling and D ow nscaling that are deem ed to be interesting. A 
few  o f  these patterns relate to  potential gender differences. A s such, these are addressed in 5.3.1. 
F irst we look at the use o f  sharpening and softening in selected  instances. E xam ples o f  how  
sharpening and softening are used to  align the listener w ith the value position  o f  the participant, 
will no w  be exem plified from  exam ples in Q1, Q3 and Q4, these usages continue throughout the 6 
questions. In Q1, the tw o instances o f  Sharpening seen in Q1 both  concern plurilingualism , and 
are both  upscaled, positive attitudes, indicating a very strong com m itm ent to  and m axim um  
investm ent in the value position  (VP) put forw ard, as w ell as being a strong attem pt to align the 
reader w ith th is VP. This echoes the sense o f  p ro-plurilingualism  h ighlighted in 4.1.1.1. H ow ever, 
the situation is m ore com plicated concerning the softened attitudes. F ive are positive attitudes that 
are dow nscaled, and 5 are negative attitudes that are downscaled. A s discussed in Section 3.5.2.3, 
the softening o f  a positive attitude indicates an attem pt to m itigate the effect o f  a statem ent or 
attitude that is potentially  dam aging to producer-listener solidarity, for exam ple 1.64 below:
1.64 (M2:53) “Kinda close contact”.
H ere the participant could be preparing against a d im inished sense o f  relationship w ith  the white, 
E nglish  speaking listener i f  he appeals too closely to h is H indi heritage. Thus the 5 instances 
appraised m ay be construed by the participant as som ething that m ay threaten  the listener/receiver 
(the researcher), or be som ething w ith w hich the receiver w ould  w ant to dis-align as ju s t illustrated. 
The appraised in these instances are tw o com m ents by F2 that potentially  cast D urbanites in  a 
negative light; a com m ent by F7 concerning language m ay be assisting unity; and tw o com m ents 
by M 2, the exam ple used regarding H indi, the o ther concerning not having  difficulty w ith English 
as a subject. In  all these instances one can see ho w  the participant is guarding against a potential 
objection to  the statem ent made.
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The softening o f  a negative attitude, how ever, indicates a lessening o f  investm ent on the part o f  the 
participant in  their statem ent, in  an attem pt to ‘p laca te ’ the listener, should they disagree. The 
subjects o f  appraisal in these instances concern tw o statem ents about ‘ o u r’ inability  to introduce 
m other-tongue M O I or the propriety  th ereo f e.g. 1.65 (F5: 10) “W e can ’t really change a lo t” , one 
concerning not being able to learn H indi at school, another stating that the article does have a point, 
and the last questioning why m ore South A fricans are no t bilingual. Again, on all these issues I, 
and the producer o f  the stim ulus article, could object to  or dis-align from  these value positions 
(VPs), and so the use o f  softening tools indicates an attem pt to placate or to circum vent this. In Q2, 
w hen looking at the appraisals that are coded as Focus, the vast m ajority  are softened (9/10). O f 
these, all bu t tw o are negative attitudinal appraisals. The tw o positive instantiations relate to an 
expressed need  to  learn English, and the assertion that E nglish  does not exclude. The fact that these 
are dow nscaled suggests that the participants are aw are that these assertions are contestable, and so 
they are hedging their com m itm ent to the V Ps portrayed in them . O f the rem aining 7 negative 
instances, 5 relate to linguistic exclusion in som e way (o f bo th  English  (2) and Z ulu  (3)), 1 to  Z ulu 
speakers ‘ sticking together’ and 1 to an assertion that the participant does no t encounter Z ulu  in 
h is/her day to day life. O ne can see that the topics o f  these statem ents are po ten tially  contestable 
and o f  a sensitive nature, hence one can see the participant guarding against offence.
In  Q3, w hen looking at the appraisals that are coded as Focus, 11 are negative attitudinal appraisals, 
and 6 positive. Four o f  the softened positives use the w ord  ‘k in d a’ (as does exam ple 1.64 above), 
indicating a ‘hedg ing ’ o f  the com m itm ents to the positive statem ents m ade. The softened negatives 
all refer to the linguistic ability o f  others, particularly  the parental ability w ith A frikaans, the 
inability  o f  Z ulu  speakers to read  and w rite in Zulu, and the E nglish  ability o f  rural South Africans. 
For example:
1.66 (Q3:F4:8) “they’re not the best at Afrikaans either”.
1.67 (Q3:F2: 58-61). “the thing is English is a much harder language to learn than Zulu I mean it is known 
to be the hardest language to try and learn and therefore African people who are in rural areas and so 
on their English is not spot on”.
Thus one can see that the participants w ould  be w anting to m itigate the sense o f  ‘ju d g em en t’ that 
could be seen to  be m ade about the linguistic ability o f  others, and so avoid  offence. O ne can also 
see from  the exam ple above, an attem pt to  upscale the difficulty o f  English, w ith the effect o f  
m aking it m ore p lausible (and beyond their control) that rural A fricans struggle w ith English. 
Statem ents, reflecting an aw areness that Z ulu  w ould  be m ore beneficial socially than  A frikaans for 
the M ES are often upscaled. For exam ple,
1.68 (F4:37-38) “you find more Zulu speaking people than Afrikaans speaking people”.
1.69 (F4:40) “I mean I don’t think I’m ever going to use Afrikaans”.
1.70 (F6: 13) “But a language like Afrikaans, we don’t really use it here”.
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Y et despite this, the ideological appeal o f  Z ulu  and desire to know  it (as indicated  in  all three 
questions thus far), does no t translate into actual language acquisition.
In  Q4, all 11 occurrences o f  softening fall under the topic grouping o f  P lurilingualism  in Q4. Six 
o f  these are m ade by m ales. M ost o f  these 11 dow nscales relate to statem ents w here the participants 
are dealing w ith  a m ore ‘concrete’ aspect o f  their reply -  ho w  exactly they w ould  m ake their child 
bilingual:
1.71 (F1:4) “or possibly like a, a creche where they learn Zulu or something”. 
or som eone’s attem pt to speak Zulu:
1.72 (F4:19) “my dad tries (both) he knows a few words so”.
O therw ise there is an upscaling o f  positive attitudes tow ards p lurilingualism , w hich indicates a 
desire to appear strongly associated w ith  the tenets o f  the ‘R ainbow  N ation ’ ideology.
O ne can see from  the exam ples o f  softening above that instances o f  dow nscaling are used to 
m itigate com m itm ent to a value position. This often highlights the discourse o f  com prom ise that 
the participants em ploy w hen trying to negotiate R ainbow ism  and a m onolingual m indset. In  Q3 
only 16 o f  the total 58 G raduations are downscaled. O f  these the m ajority (12/16) are negative 
attitudinally. This follow s the pattern  in previous questions (Q1 and 2) w here negative assertions 
are dow nscaled in  an effort to avoid  offence. The negatives in Q3 (all bu t one from  m ales) relate 
to  Z ulu  no t being  useful, and the behaviour o f  Z ulu  speakers in  the Z ulu  FA L class tow ards n o n ­
Z ulu  speakers. It m ust be no ted  that 11 o f  the 13 m ale dow nscales com e from  participant M 6, 
including all three positive dow nscales m ade by m ales. As has been  m entioned, the m ajority o f  the 
graduations relating to Z u lu  are negative, and upscaled. The m ajority o f  these relate to the difficulty 
o f  Zulu, particularly  as a FA L  and in relation to Z ulu  FAL. This is true for both  m ales and fem ales. 
In  Q5, positive dow nscales are seen to relate exclusively to  p lurilingualism  and Zulu, indicating a 
sense o f  ‘unease’ -  in troduced by the m onolingual m indset -  w hen prom oting p lurilingualism  and 
LO TE. Interestingly these are m ade prim arily  by fem ales.
A  notew orthy use o f  G raduation that becom es evident in Q2, concerns the partic ipan ts’ claim s o f  
E nglish  being  inclusive or exclusive. G raduation is generally  no t used in the phrasing o f  the 
question (see 3.5.2.5), how ever, for the m ost part, participants respond w ith the phrase ‘m ore 
inclusive’ or ‘m ore exclusive’. This provided a difficulty w hen coding, and the inclusion o f  the 
grading item  ‘ m ore’ seem s to indicate that the participants are not w illing to com m it to  saying one 
or the other -  even w ith the positive association o f  inclusivity  (in th is context). Thus I coded these 
phrases as both  upscaling o f  the positive Q uality  o f  inclusivity  and a dow nscaling o f  the negative 
Q uality o f  exclusivity. This is exem plified  below:
1.73 (F7:1) “it’s more of an inclusive language”.
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1.74 (M1:1) “more inclusive”.
1.75 (M7:11) “more of an exclusive in my opinion”.
In  the statem ent seen in  1.75, the negative exclusivity w as coded as upscaled Quality, and the 
(im plied) positive inclusivity  as dow nscaled Quality. As m entioned  in 4.3.2, som e o f  the iterations 
o f  the question do involve the phrase ‘ m ore o f  an inclusive language’ (indicating inclusive as 
com pared to  exclusive), how ever, the partic ipan ts’ use o f  the term  ‘m o re’ as seen in 1.73 and 1.74, 
is in terpreted  as a scaling tool.
A t th is point I will briefly  address the case o f  participant M 1, as his responses provide a thought- 
p rovoking look at ho w  and w hy certain  attitudes are expressed by participants. E xam ples 1.76 and 
1.77 below  are extracts from  M1 ’s responses to Q4. E xam ple 1.76 deals w ith  w hether he th inks the 
quote by M andela  is good or correct:
1.76 (M1: 5 - 12)
I: what do you think he’s trying to say what do you think he means by it goes to his heart
P: I’m not sure I think it’s like () if () (starts laughing)
I: so if someone talks to you in English and you can tell they not an English speaker like
P: it it’s sort of like it makes you feel a sense of respect for them cause they trying to speak to you and
you maybe sometimes feeling like touched by it or something (mumbles).
In  th is b r ie f  exchange one can see the conflict betw een the m onolingual m indset that has been
nurtured  in M 1, and the R ainbow  N ation ideology (strongly evoked by the reference to M andela)
that is used to  represent the ‘n ew ’ South Africa. W hen initially asked w hat he thought o f  the quote,
M1 indicates insecurity  about ho w  to answ er, reinforced by a ‘nervous lau g h ’ at the end o f  his
unfin ished statem ent. A fter p rom pting from  the interview er relating the abstract quote to a real life
situation ( ‘H ow  do you  feel w hen a non-E nglish  speaking person speaks to you  in  E n g lish ?’), he
then  answers. The answ er provided is one that contains the expected sentim ent that w ould  fall in
line w ith the R ainbow  N ation  ideology. H ow ever, it is evident for M1 ’ s graduations o f  his
statem ents and the A ffect sentim ent expressed that he is no t com m itted  to  these statem ents. H e is,
evidently, giv ing the answ er he feels w ould  be expected and appropriate in a post-A partheid  setting.
This participant quite com fortably expresses pro-E nglish  sentim ent in other sections o f  the
interview , and repeats a perceived lack o f  valuation for the A frican languages (generally  in relation
to international benefit and usage). H ow ever, in th is question, w ith the direct reference to a
statem ent by N elson M andela, he expresses ‘d iscom fort’ at expressing sentim ent contrary to the
‘ father o f  the N atio n ’ . W hen asked about his experiences w hen attem pting to speak Z ulu  to Z ulu
speakers (basically through cursory greetings), he again indicates a positive response, that he
dow nscales, and follow s w ith a negative experience, that seem s to  carry m ore w eight than  the
positive. This is seen in exam ple 1.77 below:
1.77 (M1: 16-18) “um well usually usually they kinda positive about it if you see like a Zulu speaking 
person and you say Sawubona they’ll like smile but I mean I’ve had like I think two instances where 
people are like ‘why you doing that it’s not necessary”.
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H ere we can see that the tw o instances o f  a negative reception w eigh far m ore heavily in the 
m em ory, attitude and perception o f  M1 than  the ‘usually k inda p ositive’ (exam ple 1.77) ones.
Thus G raduation plays a role in revealing the insecurities -  or the discourse o f  com prom ise -  in the 
partic ipan t’s narrative as they seem  to distance, m itigate or enhance certain  value positions. W e 
no w  m ove on to look at the engagem ent choices m ade by participants and their role in the 
production o f  th is discourse o f  com prom ise.
4.3.3 Engagement
The follow ing section details first the b reakdow n o f  the usage o f  the various sub-system s o f  
E ngagem ent th roughout the 6 questions, as well as w ith w hat is appraised in the various situations 
(4.3.3.1). Thereafter tw o different patterns evident in the results o f  the analysis are discussed, 
nam ely a pattern  o f  C ounter/D eny (4.3.3.2) and patterns o f  E ngagem ent and C ontraction (4.3.3.2).
4.3.3.1 Description of figures and appraised
The table be low  (Table 4.6) provides an overall v iew  o f  the E ngagem ent choices m ade by the 9 
participants in phrasing their responses to  Q2, as they seek to negotiate their relationship w ith the 
listener (and the value positions proffered in the stim ulus article) through the statem ents made.
Q1 Q2 Q3 Q4 Q5 Q6
C ontraction + - + - + - + - + - + -
Disclaim (46) (35) (42) (9) (22) (24)
Deny 18 2 16 16 8 8 13 1 12 5 1 4 11 2 9 16 5 11
Counter 28 6 22 19 9 10 29 16 13 4 1 3 11 6 5 8 5 3
Proclaim (80) (57) (120) (46) (75) (30)
Concur 5 3 2 1 0 1 0 0 0 4 3 1 8 8 0 0 0 0
Pronounce 75 36 39 55 34 21 120 58 62 42 30 12 67 39 28 30 22 8
Total Cont. 126 47 79 91 51 40 162 75 87 55 35 20 97 55 42 54 32 22
E xpansion
Entertain 50 30 20 52 26 26 70 31 39 27 24 3 43 20 23 25 14 11
Attribute 5 1 4 0 0 0 12 2 10 3 3 0 2 0 2 2 1 1
Total Exp. 55 31 4 52 26 26 82 33 49 30 26 3 45 20 25 27 15 12
Total 181 78 10 143 77 66 244 108 136 85 62 23 142 75 67 81 47 34
Table 4.6: D istribution of Engagem ent choices for questions 1-6
O f all the evaluative choices m ade across all 6 questions there are, on average, ju s t under double 
the num ber o f  Contractions as there are Expansions. The m ajority  o f  C ontractions fall under 
Proclaim , w ith the vast m ajority  th ereo f being instances o f  Pronounce. Only 18 o f  408 uses o f  
P roclaim  are instances o f  Concur. 177 o f  the total 585 C ontractions across all 6 questions are coded 
as D isclaim . Forty-five percent o f  all D isclaim  instances are o f  D eny, w ith  the rem aining 55 being 
Counter. In total, ju s t 291 o f  the 876 E ngagem ent choices (33% ) m ade across all 6 questions, are
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Expansions. The m ajority  o f  these E xpansions are coded as ‘E n terta in ’, w ith ju st 8%  being  coded 
as Attribute.
In  Q1, the fact that such a vast m ajority o f  C ontractions fall under Proclaim : P ronounce, is 
attributed in  large part to  the use o f  the phrase ‘I m ean’ (d iscussed in 4.3 .4 .2) w hich accounts for 
29 o f  the 75 Pronouncem ents. 25 o f  these 29 instances o f  P ronounce are p roduced by  one particu lar 
participant, M 2. I f  one excludes these from  the total num ber o f  instances o f  contraction, there are 
still around tw ice as m any contractions than expansions in  Q1. In Q1, there are m ore negative than 
positive attitude appraisals associated  w ith C ontraction, w hereas there are slightly m ore positive 
than  negative E xpansion appraisals. In Q2, there are 10 m ore positive (51) than  negative (41) 
attitude appraisals associated w ith Contraction. For E xpansion, there are alm ost equal positive and 
negative instantiations. Contrary to Q1, the total num ber o f  [Pronounce] only includes 5 cases o f  
the use o f  ‘I m ean’ (o f a total o f  9). O f the 35 counts o f  D isclaim , there are an alm ost equal num ber 
o f  D enials and Counters, indicating a strong pattern  o f  D eny/C ounter o f  a V alue Position. This is 
d iscussed further in 4.3.3.2 U nlike the case in Q2, Q3 only  contains one sequence o f  D eny/C ounter, 
w ith m ost o f  the instances o f  D eny and C ounter occurring in isolation to one another. Q3 features 
the greatest num ber o f  instances o f  A ttribute, w ith all but 2 instances o f  A ttribute being negative. 
This m akes sense as one can see the participants w anting to distance them selves from  negative 
statem ents or attitudes associated w ith choosing A frikaans over Zulu, and so no t only are they 
opening the dialogic space to  allow  disagreem ent, they are also grounding the authority  for the 
statem ents as external to  them selves. All o f  the m ale instances o f  A ttribute are m ade in  relation to 
com m ents about the Z ulu  FA L class. M ost are m ade by participant M 6 w hen talk ing about the 
experiences o f  the sole E nglish  speaker in the Z ulu  FA L  class. For exam ple, (M6: 5) “he said i t ’s 
quite tough” .
A  breakdow n o f  the positivity  and negativity  o f  the attitudes attached to  the E ngagem ent choices 
m ade in Q3, reveals that ju s t over h a lf  o f  the instantiations are negative (136). Interestingly, o f  the 
74 E ngagem ent choices m ade by m ales, an overw helm ing m ajority -  57 -  are negative, w hereas 
slightly m ore o f  the fem ales’ 170 instantiations are positive. This is d iscussed further in  3.5.1. The 
m ajority  o f  the E ngagem ent choices m ade in Q4 (i.e. 62) have a positive attitudinal m eaning, w ith 
23 negative. A s w ith  Q4, the m ajority  o f  E ngagem ent choices in  Q5 also have a positive attitudinal 
m eaning (i.e. 75), how ever there is an alm ost equal num ber o f  negative Engagem ents. O f the 142 
expressions o f  E ngagem ent fem ale participants produce an equal num ber o f  expressions with 
positive and negative attitudinal m eaning. M ale participants express attitudinally negative 
statem ents 23 tim es and 35 positively.
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In Q6, in relation  to the E xpansion  and C ontraction o f  positive and negative attitudinal m eaning, 
there are, overall, m ore positive (47) to negative (34) expressions o f  Engagem ent. Expansions are 
alm ost equal in term s o f  positive (15) to negative (A ttitude), w hile Contractions are m ade slightly 
m ore on positive (31) than negative (22) attitudinal m eanings. W hen one breaks up the C ontractions 
into P roclaim  and D isclaim , one can see that D isclaim  expressions are alm ost equally as com m on 
for positive as they are for negative A ppraised. Thus participants can be seen to be m aking 
Pronouncem ents (and so forcefully  closing the dialogic space) prim arily  about positive attitudinal 
A ppraised, w hile they are ju s t as likely to open the dialogic space equally for positive and negative 
A ppraised. In  term s o f  gender, m ales and fem ales em ploy E ngagem ent roughly the sam e am ount 
for positive A ppraised w ith neither favouring E xpansions or C ontractions. H ow ever, m ales em ploy 
E ngagem ent alm ost 3 tim es as often for negative A ppraised than  do fem ales. Fem ales m ake 2 
negative E xpansions to m ales’ 10, and 5 negative contractions to the m ale 17. Thus m ales are m ore 
likely to  feel the need  to m odify or m anipulate (both through C ontract and Expand) negative 
A ppraised, and to  negotiate the dialogic space surrounding their negative statem ents. M ales also 
m ake m ore negative A ppraisals overall (49 versus 32) under the E ngagem ent subsystem  in Q6.
Specific patterns o f  C ontraction and E xpansion  are d iscussed in w hat follow s. In 4 .3.3.2 a pattern 
o f  E xpansion and C ontraction that is seen throughout m ost questions is focused on, w hile the role 
p layed by the tokens I think , I mean , You know  (w hich feature m ost strongly in Q1, how ever do 
feature throughout the questions) in the alignm ent o f  the reader and the m anipulation o f  the dialogic 
space is d iscussed (see 4.1.1.1.6.). A  pattern  o f  C ounter and D eny seen in som e questions 
(particularly  in  Q2) is discussed in 4.3.3.2.
4.3.3.2 Patterns of Counter and Deny
There are m any occurrences o f  a pattern  o f  C ounter/D eny, and D eny/C ounter through the six 
questions, and are seen particularly  frequently  in  responses to Q2. This section will present som e 
exam ples o f  these sequences, representing the m ost com m only appraised in contexts w here the 
pattern  appears.
M any o f  the instances have the effect o f  attem pting to explain som ething, often  dealing w ith  a 
negative or sensitive situation (such as racism , or exclusion due to  language), as seen in  exam ples
1.78 and 1.79 below :
1.78 (Q2:F7: 9-10) “I don’t wanna be racist or anything [Contract: Deny] but you’ll have like the black 
people or whatever [Contract: Counter]”.
1.79 (Q2F2: 13-14) “not because they trying to be mean or excluding us [Contraction: Deny] but because 
they more comfortable doing that [Contract: Counter]”.
O ften com binations o f  D eny/C ounter are found in statem ents that concern ‘ exclusions’ -  the
question o f  w hether E nglish  is an exclusive language, or inclusive (as in tim ated in the stim ulus
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article) -  and provide the sense o f  [-Capacity] m entioned in 4.3.1.3. In  essence these sequences are 
seem ingly em ployed to try and rem ove the negative association o f  intentional exclusion from  
English. This can be seen in exam ples 1.80, 1.81 and 1.82 below:
1.80 (Q2:F1:2) “I don’t think it’s necessarily on purpose [Contract: Deny], it just happened that way 
[Contract: Counter]” .
1.81 (Q2:F1: 12-13) “it has caused exclusion () but [Contract: Counter] I don’t think it’s necessarily to 
exclude [Contract: Deny]” .
1.82 (Q2:F6: 5-6) “So it’s not that w e’re, that you’re being elite [Contract: Deny], it’s just that most people 
know English [Contract: Counter]”.
In  1.83 below , the D eny/C ounter is used to  am end or m itigate com m itm ent to an upscaled Process 
( ‘at a ll’), bu t acknow ledging that som e people will be excluded by English. H ere the participant 
places ‘b lam e’ for the exclusion on “our past” (M 2:7-8), again rem oving responsibility  from  
E nglish  speakers or English  itself:
1.83 (Q2:M2: 5-6) “I mean it’s not to exclude people at all [Contract: Deny] () okay if like people from
rural areas [Contract: Counter]” .
Further exam ples o f  C ounter/D eny, and D eny/C ounter can be seen A ppendix  21 (Section 2). This 
constant countering and denial o f  value positions w orks together w ith the patterns o f  E xpand and 
C ontract (to be d iscussed below ) to add to the sense o f  insecurity and uncertain ty  evident in  the 
partic ipan t’s relationship w ith language. In fact, m any o f  the instances o f  C ounter/D eny and 
D eny/C ounter used as exam ples above form  part o f  larger extracts that exem plify the pattern  o f  
E xpand and C ontract to be discussed. These patterns are considered in 4.3.3.3 below.
4.3.3.3 Patterns of Expansion and Contraction
There is a pattern  o f  continual Expand, Contract, E xpand in the responses to  m any o f  the 6 
questions. This section will look at exam ples o f  th is pattern  o f  ‘sw itch ing’ betw een E xpansion  and 
C ontraction from  all 6 questions.
The trend  is very noticeable in  responses to Q1. H ow ever, as described in 3.4.2, Q1 is also the first 
question asked in the in terview  (aside from  biographical questions), and so is the participants first 
attem pt at explaining their attitude/feelings on the topic. The prevalence o f  the C ontracting and 
E xpanding o f  the dialogic space is therefore interesting as it indicates up front that the participants 
are unsure o f  the topic, or at least are w restling w ith h o w  to explain them selves to  som e degree. I f  
one looks at A ppendix  15, at the table o f  E ngagem ent coding for Q1, one can see the continual 
sw itch betw een contraction and expansion, h ighlighted w ith colour to aid the distinction (see 
A ppendix  15 and E -A ppendix  1). T he dialogic space is continuously opened  and closed by the 
speaker. It is th is constant negotiation o f  alignm ent o f  the textual voice that seem s to indicate the 
am biguous position  he ld  by the M ES in a plurilingual South Africa. B elow  are exam ples taken  
from  the responses to Q1 to illustrate th is p o in t.:
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1.84 (Q1:F1:12-14) “I hear my friends speak Zulu and it’s it’s really hard for me [C o n trac t: Pronounce -] 
not to be part of that conversation. it is true, like there is no drive for it [C o n trac t: Pronounce -]. it’s 
basically a thing well, you can choose to learn both languages or not you know [Expand: Entertain]”.
In  exam ple 1.84 the participant m akes tw o negative pronouncem ents about no t being able to speak
Zulu, and there being an apparent lack o f  w ill (in general) to learn it, in doing so contracting the
dialogic space quite forcefully. H ow ever, she ends the u tterance w ith an expansion in the form  o f
the phrase ‘Y ou k n o w ’. The use o f  the phrase ‘Y ou  know ’ (as w ell as ‘I th in k ’ and ‘I m ean ’) is
dealt w ith later in th is section. E xam ple 1.85 (to follow ) show s a clear pattern  o f  Expand, Contract,
Expand, C ontract as the participant talks about w anting to learn  Zulu, bu t it not being  som ething
that is really available to  her.
1.85 (Q1:F1 17 - 18) “Ja well I’ve always wanted to [E xpand : Entertain +), it’s been an interest but it’s 
never [C o ntrac t: Counter; Deny -], my parents don’t do it, my friends, you know [E xpand : Entertain­
] my social circle, it’s ja  no it’s ja. it’s unfortunate [C o ntrac t: Pronounce -]”
E xam ple 1.85 provides a good illustration o f  the discourse o f  com prom ise -  a m anoeuvring
betw een an em bracing o f  the R ainbow  N ation ideology, and the effects o f  a m onolingual m indset.
The inclination is expressed tow ards E nglish/Z ulu  plurilingualism , how ever the ‘status qu o ’ is put
forw ard as the reason for the partic ipan t’s m onolingualism . W hile there is a definite expression o f
dissatisfaction, there appears to be no agency on the part o f  the participant -  all agency for the lack
o f  p lurilingualism  is p laced  on society and external factors.
1.86 (Q1:F4:5-9) “if you go into the rural schools they try teach them in English most of the time [E xpand : 
Entertain +] but they don’t understand the language [C o ntrac t: Counter, Deny -] so I mean it’s hard 
[C o ntrac t: Pronounce -] it’s like teaching me in Afrikaans which I don’t understand at all [C o ntrac t: 
Deny -] and it’s you tryna teach something new [E xpand : Entertain +] but you can’t learn [C o ntrac t: 
Counter, Deny -] because you don’t know what they’re saying [C o ntrac t: Pronounce - ]”
E xam ple 1.86 further illustrates th is ‘ju m p in g ’ betw een C ontraction and Expansion w hile trying to
m ake on eself heard  and coherent. This indicates the plural nature o f  the p artic ipan ts’ identity  as
they continually  seek to take into account the w ider ‘R ainbow  N atio n ’ perspective, and their own
insecurities as an E nglish  m onolingual.
1.87 (Q1:F7:1-7) “Um... I think it’s sort’ve telling you [E xpand : Entertain/Attribute] that why South 
Africa’s so different compared to other countries. Why can’t we also () why () why aren’t more of our 
people more bilingual [C ontrac t: Concur-] I think [E xpand : Entertain]. Ja so, we should, we should 
know [C o ntrac t: Pronounce +] the languages that we are surrounded by. So, the culture ‘break’, if I 
can say [E xpand : Entertain], isn’t as big”.
The last exam ple (1.87) provides a strong picture o f  the insecurity  o f  the participant, and ho w  it 
can be revealed  through an E ngagem ent analysis. The softened, dow nscaled attribution o f  w hat the 
article is about indicates an im m ediate insecurity  about the partic ipan t’s interpretation and 
expression o f  the issues discussed. This is fo llow ed up w ith a C ontraction (Concur) that exerts a 
strong sense o f  [-Propriety] over South A frican society. This is im m ediately  fo llow ed w ith an 
E xpansion in the form  o f  ‘ I th in k ’ , allow ing the dialogic space to  open up, and provide space for 
the listener to disagree. A  further pattern  often observed is that m any tim es, w hen C ontractions are
128
negative attitudinally, the in terjecting E xpansions are positive, and occasionally  neutral (see 
exam ple above).
The trend  m entioned in  4 .3.1.2 o f  positively evaluating possib ilities (or abstract ideas) is also
evident or reinforced by the sequence o f  C ontraction and Expansion. The positive possibility  is
often expanded, yet then  often fo llow ed by a contraction and negation o f  the ‘ rea lity ’ o f  it. This
could be seen to  reflect the partic ipan t’s w restling w ith  the conflicting sides o f  their identity  and
experience. This is illustrated  in the follow ing exam ple 1.88 (as well as 1.84 and 1.85):
1.88 (Q1:F5:19-23) “No, there could be [E xpand : Entertain +], definitely [C o n trac t: Pronounce+], but it 
all depends on the parents [C o ntrac t: Counter -] and the children themselves because like if you have 
to say to parents, ‘k we’re gonna start doing Eng uh English and Zulu now, we’re not doing Afrikaans 
anymore’, then some parents have been bought up in like an Afrikaans, they speak Afrikaans and 
everything like that so it’s quite unfair on them [C o ntrac t: Pronounce -]”.
The pattern  o f  E xpansion  and C ontraction seen in Q1 is also evident in  Q2. The exam ples below
serve to illustrate this in Q2, and show  w hat it reveals about the security o f  the participants and
their alignm ent w ith the value positions pu t forward.
In  exam ple 1.89 below , the participant is negotiating betw een E nglish  excluding people, and 
expressing a lack o f  fault on the part o f  E nglish  and English  speakers.
1.89 (Q2:F2:2-7) “I don’t think it excludes people on purpose [E xpand : Entertain] I think when you know 
the language you just tend to speak [E xpand : Entertain] you don’t do it intentionally [C o ntrac t: Deny] 
‘oh my gosh I’m not going to speak English because she doesn’t know it’ (MR) You know [E xpand : 
Entertain] that (.) you you just naturally you just tend to speak English to that person [C o ntrac t: 
Pronounce] you don’t really realise [C o ntrac t: Deny]”.
The C ontractions in th is exam ple are on denials o f  intent, closing dow n the space w hen asserting
that there is no in tention behind  E nglish  excluding people. Thus the participant it strongly aligning
the in terview er w ith th is value position, A fter the first contraction, the participant im m ediately
em ploys ‘ you know ’ (as d iscussed below ), to ascertain  the lis tener’ s agreem ent, and then continues
w ith tw o contractions. This is in contrast to  the opening section o f  the exam ple, in  w hich the
participant opens the dialogic space, possibly seeking w here the listener ‘ fa lls’ on the topic.
The follow ing exam ple (1.90) is a good illustration o f  the conflict betw een  a m onolingual m indset, 
and the experiences o f  the participant living in  a plurilingual society.
1.90 (Q2:F6:9-12) “I think so [E xpand : Entertain], ‘cause no matter where you go, if you speak at least one 
(.) if the other person speaks at least one word of English or that are able to understand then you can 
communicate [C o n trac t: Pronounce]. But then you also could do that with Afrikaans or another 
language [C o ntrac t: Counter]. So, I dunno [E xpand : Entertain]”.
W hile the participant prefaces the statem ent w ith a slight expansion, indicating this is her opinion,
she follow s w ith  a strong C ontraction that is very pro-E nglish  and its inclusive nature. This is
fo llow ed by a C ounter (Contraction) in  w hich the participant acknow ledges that in South A frica
E nglish  is no t the only language that can play  th is role. She thus ends with a rather insecure
129
E xpansion in w hich she basically  counters her assertion o f  E nglish  being  Inclusive -  that she 
literally does no t know  w hat to th ink  about the topic.
E xam ple 1.91 is taken from  participant M 2 - the individual who em ployed the use o f  ‘ I m ean’ and 
‘Y ou  k n o w ’ the m ost in Q1. Thus we know  that his narratives contain m any hedges and a flow  o f  
contractions and expansions. H ere he expresses very  pro-E nglish  sentim ent (in contrast to his pro- 
H indi (and so seem ingly pro-L O T E ) responses in Q1), and continually  E xpands and C ontracts the 
dialogic space as he seeks to  explain h is position , and so align the listener:
1.91 (Q2:M2:3-9) “I think it’s basically to include people [E xpand : Entertain] () I mean English () it’s it’s 
a popular language [C ontrac t: Pronounce] I mean it’s to communicate [C o ntrac t: Pronounce] you 
know [E xpand : Entertain] it’s one of the most popular languages in this count...in in the world () so I 
think [C o ntrac t: Pronounce] you know [E xpand : Entertain] it it’s vital [C o ntrac t: Pronounce] () I I 
mean it’s not to exclude people at all [C o ntrac t: Pronounce] () okay if like people from rural areas 
[C o ntrac t: Counter] you know [E xpand : Entertain] people that don’t get enough education will suffer 
[C o ntrac t: Pronounce] they will definitely suffer due to our past [C o ntrac t: Pronounce] () but I mean 
I still feel they should make an effort to at least learn a little bit of the language [C o ntrac t: Counter] () 
it’s useful () you know [E xpand : Entertain]”.
The pattern  in the first part o f  the response in 1.91 is one o f  C ontract w hen m entioning the value, 
use or inclusivity, fo llow ed by an Expansion in the form  o f  ‘ you k n o w ’ . In fact, th roughout the 
exam ple, the expansions are all (except the first) instances o f  ‘ you know ’ . Thus the strong vein  o f  
p rom oting E nglish  and learning English, w hich are all Contractions and  so seeking to strongly align 
the listener, are continually m itigated  w ith the insertion o f  these Expansions, so ‘double check ’ or 
‘un-th reaten’ the listener. The participant uses the phrase ‘I m ean ’ 4 tim es in  this extract. Three o f  
the 4 occurrences precede Contractions that could be d isagreed w ith by the listener -  “I m ean 
E nglish  () i t ’s i t ’s a popular language” , “I m ean i t ’s no t to  exclude people at all” and “but I m ean I 
still feel they should m ake an effort to at least learn a little b it o f  the language” . The last in particular 
is a po tentially  sensitive statem ent. A s discussed in 4.3.2.1.5, ‘I m ean’ appears to be a w ay o f  
softening the entry into an alignm ent w ith  a statem ent that could be potentially  problem atic  for the 
relationship betw een speaker and listener.
In  Q3 there is less o f  the alternating C ontraction and E xpansion  in  Q3 seen in  the previous
questions, particularly  from  m ale participants. This indicates a firm er attitude tow ards or assurance
o f  the content and responses m ade by the participants. B oth  m ales and fem ales m ake roughly tw ice
as m any contractions as expansions, how ever there is overall a m arked decrease in this type o f
E ngagem ent patterning. The fem ale participants are still observed to  m ake these kinds o f  sw itches,
bu t less often than in  their responses to previous questions. B elow  are two exam ples o f  this
sw itching in  Q3. Further exam ples can be found in A ppendix  21(section 3).
1.92 (Q3:F2: 25-36) “So for me I’d say it’s pretty hard [E xpand : Entertain] but now that the teaching of 
Afrikaans [C o ntrac t: Counter] it was very vague [C o ntrac t: Pronounce] we aren’t ever put into depth 
and we are very food sped [C o ntrac t: Pronounce] / Spoon fed (both laugh) sorry and then um I think 
lately we recently like this grade we’ve been really taught the rules like well enough[E xpand : Entertain]
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and we just now starting to full understand [C o ntrac t: Pronounce] /What we saying and it’s like we 
sitting in class and we like ‘that’s what we supposed to be Like a light bulb/And that spark comes on 
and now we speak Afrikaans to each other [C o ntrac t: Pronounce] like sometimes [E xpand : Entertain] 
and it’s kinda cool [E xpand : Entertain] ”.
1.93 (Q:3M6: 5-13) “um I mean I spoke to him on Friday about it [C o ntrac t: Pronounce] () he said it’s quite 
tough [E xpand : Attribute] but he’s getting there [C ontrac t: Pronounce] um I know in grade eight they 
are saying () like I had some other friends that dropped Zulu [E xpand : Attribute]/and they are saying 
that people the Zulu boys are like laughing at them[E xpand : Attribute] like ‘what are they doing here’ 
like but speaking in Zulu about them [C o ntrac t: Counter]but you could sort of pick up that they mocking 
you for like ‘why are you here’ sort of thing um [C o ntrac t: Counter] but he’s finding it okay [C o n trac t: 
Counter]but I mean [C o ntrac t: Pronounce] Zulu’s probably like a really hard language[E xpand : 
Entertain] so he must he can’t be acing it[C o ntrac t: Pronounce]”.
Q5 sees an increase to  a pattern  o f  E xpansion and C ontraction docum ented m ost strongly earlier in
Q1. B elow  are 2 exam ples from  Q5 o f  the pattern  o f  E xpansion and C ontraction seen therein, for
m ore exam ples, see A ppendix  21 (section 3):
1.94 (Q5:F1: 17-24) “um people, you know [E xpand : Entertain], it’s like it’s almost like a. like a block 
[E xpand : Entertain], I find [E xpand : Entertain]. whenever I meet like a black person [C o ntrac t: 
Pronounce] okay, because they speak Zulu and it’s their 1st language [C o ntrac t: Pronounce], I always 
feel like I’m embarrassed to - because I can’t speak in their mother-tongue [E xpand : Entertain]- and 
I, I’ll like say, ‘Sawubona’ or whatever and I’ll try and like say a few phrases [C o ntrac t: Pronounce] 
but, I I’m always like, ‘oh gosh, I’m so sorry I don’t speak your language’ [C o ntrac t: Pronounce] you 
know [E xpand : Entertain]. and it’s sort of embarrassing for me [C o n trac t: Pronounce] cos I should 
[C o ntrac t: Pronounce] you know [E xpand : Entertain], as a South African, I should try and possibly 
learn it [E xpand : Entertain]”.
1.95 (Q5:F5:6-12) “because like my dad was saying [E xpand : Attribute] ‘cause he wanted me to do Zulu 
[E xpand : Attribute] and I didn’t want to do Zulu [C o ntrac t: Deny] (laughs). but he was saying like 
when uh someone comes into his office and say they’re Zulu, and they start speaking to him in Zulu he 
doesn’t understand them [E xpand : Attribute], so you need to - in order to do business - you need Zulu 
to be able to, [C o n trac t: Pronounce] ja. So you need a say you have parents, say like if you want to 
become a teacher and you have parents that can only speak well, most likely only speak Zulu, [E xpand : 
Entertain] then you need to kind of understand them in a way [C o n trac t: Pronounce]”.
O ne can see from  the above exam ples the continuous pattern  on E xpansion and C ontraction as the
participants attem pt to express them selves and their opinions to the interviewer. B oth  exam ples
deal w ith an expression o f  judgem en t or valuation o f  a language or languages (or the lack thereof).
In  attem pting to relate their v iew s the participants are seen, once again, continuously opening and
closing the dialogic space, allow ing the in terview er room  to m anoeuvre and align them selves with
the partic ipan ts’ expressions, bu t w ithout overtly ‘ p ressurising’ the in terview er into a particular
view point.
In Q6, one can see the pattern  o f  C ontraction and E xpansion  in relation to  participants disagreeing 
w ith the statem ent in the article (usually a contraction), and then  often contradicting or countering 
their statem ents later in their answ er (often an Expansion). Som e o f  the longer exam ples o f  th is are 
detailed below . In  1.96 participant F1 can be seen to m ove continually  betw een  contracting and 
expanding the dialogic space as she negotiates betw een her generally  pro-p lurilingual and 
R ainbow ism  attitudes and ideologies, and the m onolingual m indset that causes her to  rebel against
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associating p lurilingualism  w ith nationalism . M ore exam ples can be seen in A ppendix  21 (section 
4):
1.96 (Q6:F1: 1-7) “uum, I don’t know, if to make you a better South African you would speak, it would 
mean that you would speak a different language [E xpand : Entertain], but I think it would help 
[C o ntrac t: Counter], if you know what I mean [E xpand : Entertain]. ‘Cause I think [E xpand : 
Entertain], you can’t say someone’s less of a South African if they only speak Zulu if that’s what 
they’ve been bought up with [C o ntrac t: Deny]. But if they are able to speak many different languages 
[C o ntrac t: Counter] if I was able to speak many languages [E xpand : Entertain] I would definitely be, 
be able to say I was a true South African more so than someone who just speaks English [C o ntrac t: 
Pronounce]”.
Participants F3 and M 2 constantly  shift betw een C ontract and Expand. These tw o participants are 
alm ost overt in expressing ‘an ti-R ainbow ism ’ answ ers and appear acutely aw are that their opinions 
m ay be unpopular or contrary. Both, in expressing their objection to the notion o f  language 
affecting South A fricanness, m ake nods to  R ainbow ism  and a m ore po litically  correct view. Their 
replies to Q6 have not been included  in  full here as the entire response w ould  need  to be included, 
bu t they can be found in A ppendix  13. Interestingly, is that both  o f  these participants end their 
answ ers to Q6 on an E xpansion o f  the dialogic space, indicating an attem pt to ‘ reconcile’ or align 
the listener w ith their statem ents.
1.97 (Q6:F3: 18) “but I think you have to respect different languages and cultures” [E xpand : Entertain].
1.98 (Q6:M2: 29) “I think” [E xpand : Entertain].
This ends the investigation and exem plification o f  the pattern  o f  E xpand and C ontract seen in the 
responses to the 6 questions earlier. W e no w  m ove on, as indicated  earlier to  exam ine the 
m anifestation and function o f  certain ‘ leader phrases’ seen throughout the 6 questions -  nam ely ‘ I 
th in k ’, ‘I m ean ’ and ‘Y ou  know ’. These three particular phrases are seen to recur throughout the 
responses, and seem  to have an effect on the C ontraction or E xpansion  o f  the dialogic space, 
particularly  w ith  attem pts to align the interviewer.
There are m any cases w here the participants start (and occasionally  end an utterance) w ith  the 
phrase ‘I th in k ’. I have generally  coded th is as a form  o f  E ntertain  (Expansion) as in the case o f  ‘I 
th ink  D urban people feel v e ry ...’ (F2). H ow ever, upon analysis, these cases also have echoes o f  
P ronouncem ent to them . C ertain instances o f  ‘I th in k ’ bo th  propose a proposition  as one o f  a range 
o f  options (and so open the dialogic space), and position  the proposition  as the correct option in  the 
eyes o f  the participant. Thus as ‘I th in k ’ is used in a variety  o f  d ifferent w ays and w ith a variety  o f  
different E ngagem ent effects, and is variously coded as E ntertain  (1.99) and Pronounce (1.100):
1.99 (Q5:F7:10-11) “I think that as long as they are able to communicate properly, they should be fine”.
1.100 (Q5:F4:12) “I think it’s very admirable when someone can speak more than one language”.
O ne particu lar participant (M 2) uses ‘ I m ean’ quite frequently. The phrase is also found in  certain 
o ther partic ipan ts’ responses as well. I coded the phrase as P ronounce, how ever it is alm ost being 
used to dow nscale the pronouncem ent that is about to be m ade. In itself, it does no t generally 
convey any specific attitudinal value. It does how ever function as a less threatening w ay ‘in to ’ the
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statem ent the participant is about to m ake, particularly  i f  the statem ent could be construed as 
threatening to the participant/in terview er relationship. This allow s for a difference o f  opinion from  
the interview er, yet still p roclaim s the statem ent as the speaker’ s belief. Thus it is alm ost both 
P ronounce and E ntertain  (an issue w e also saw  w ith  ‘I th in k ’). This is illustrated  in  1.101 (M 2:12- 
20):
P: and I mean you know I don’t get the opportunity to actually learn the language () =
I: =Ja=
P: =It’s my mother-tongue I mean most our prayers are done with Hindi () =
I: =Ja=
P: = you see so it’s it’s it’s a bit of a disadvantage () I mean one population of this country has a chance to 
kind of vou know ()=
P: = learn their mother-tongue but we aren’t.
The use o f  ‘ I m ean’ can be seen as reflecting an insecurity, or hesitation on the responden t’ s part 
to  com m it to statem ents concerning issues o f  language. T he phrase ‘I m ean’ is also occasionally  
coded as a Counter, w ith 4 o f  the 9 occurrences o f  ‘I m ean’ in Q2 coded as such. The above exam ple 
also has tokens o f  the th ird  and final phrase to be discussed here, nam ely, ‘Y ou  know ’. Again, one 
particu lar participant (F1) uses ‘Y ou  k n o w ’ frequently, and upon further investigation I found it to 
be used throughout by m any participants. I analysed th is phrase as Entertain , as it serves to allow  
the in terview er space to disagree, or request clarification, and in doing so opens up the dialogic 
space. W e also see in th is E xpansion  a sense o f  insecurity  as ‘ you k n o w ’ is alw ays preceded  or 
fo llow ed (som etim es both) by som ething that contracts the space -  usually  P ronounce as seen in 
the fo llow ing example:
1.102 (F1:7-8) “I have never felt a drive to learn Zulu [C o ntrac t: Deny], you know [E xpand : Entertain]”.
‘ Y ou  k n o w ’ can also be seen as a desire to align the reader, bu t w ithout appearing forceful in doing 
so. A s w ith  ‘ I m ean ’ , ‘ Y ou know ’ is being used, but as an alignm ent tool, expanding the dialogic 
space and releasing the participant from  firm  com m itm ent to the statem ent m ade, should it prove 
to  be som ething the in terview er chooses to dis-align from. P u t colloquially, its in tention is to  say 
‘th is is w hat I ’m  saying and believe, so please align w ith m e, but you  d o n ’t have to ’. It is seeking 
verification or approval by the interview er, som ething that is potentially  presum ed  or anticipated 
due to the in terview er being a m em bers o f  the sam e social group as the participants.
4.3.4 The profile of a MES revealed through the Narrative Elicitation Interview
The overall profile  o f  an M ES that em erges from  the A PPR A SIA L analysis reveals a com plicated 
identity  and ideological perspective. W hile the results indicate that both  W hite and Indian 
participants can be included as m em ber o f  the sam e com m unity w hen it com es to M ES, the issue 
o f  gender is slightly  m ore com plicated  (as already indicated  in  4.2). The differences betw een the 
genders and w ell as ho w  the A PPR A SIA L analysis adds to  revelations from  the A ttitude 
questionnaire is d iscussed in  5.3.1. W e will no t focus on issues o f  gender in th is section. In  term s 
o f  race, the A PPR A SIA L  analysis does no t reveal any patterns or trends in term s o f  differences
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betw een the responses o f  Indian and W hite participants. B oth  w hite and Indian participants m ention 
fam ilial or ancestral languages, and w hile it is slightly m ore com m on w ith the Indian participants, 
their m entioning o f  these languages or use o f  them  to exem plify som ething, does no t relate to a 
difference in  attitude. Only participant M 2 expresses very strong view s about w anting to learn 
H indi and uses it as the base for his objections to the LiEP. A side from  h im , all o ther participants 
focus on English, A frikaans, and Z ulu  (w ith a few  m entioning French) in schooling.
O ne o f  the strongest features to em erge from  the A PPR A ISA L analysis is the constant sense o f  
insecurity  and dissatisfaction felt by the participants, m ainly orig inating from  the conflict betw een 
the R ainbow ism  that they ‘feel the n eed ’ to  display (for reasons discussed in  2.4), and the 
m onolingual m indset that is apparent throughout their responses.
O ne o f  the strongest them es that flow s throughout the responses to the 6 questions, is the 
[+V aluation] o f  p lurilingualism  and A frican languages/Z ulu  (R ainbow ism ), alongside [-Security] 
and [-Satisfaction] w ith  E nglish  m onolingualism  and lack o f  Z ulu  understanding (as w ell as intense 
[-Security] in situations w here Z ulu  is being  spoken around them ). H ere w e see the presence o f  a 
m onolingual m indset -  a discom fort w ith a lack o f  E nglish  in  certain situations, associated w ith a 
lack o f  m otivation to  learn a L O T E  and a lack o f  Capacity p laced  on E nglish  and those who speak 
E nglish  for the situation o f  E nglish  dom inance. M ale participants often, w hile expressing 
‘d isp leasure’ at E ng lish ’s dom inance (a nod  to R ainbow ism ), also em phasize the international 
benefits o f  E nglish  and its lingua franca/w orldw ide status, as well as Z ulu  (or A Ls) lack o f  usage 
internationally. The sense o f  [-Propriety] often p laced  on Z ulu  speakers (usually, bu t not 
exclusively by m ale participants) w hen speaking Z ulu  abound E nglish  speakers (especially  i f  it is 
know n that they can speak English) or in ‘ E nglish  settings’ such as the classroom , is also a feature 
o f  a m onolingual m indset.
In  the A PPR A SIA L  analysis, participants (particularly  fem ale) also express a m onolingual m indset 
in their statem ents o f  [+Capacity] and am azem ent at people who are plurilingual, who can speak a 
L O T E  (w hether English  m other-tongue speakers or not). A s explained in chapter 4.2, w hile th is is 
a pro-plurilingual expression, the fact that p lurilingualism  is seen as ‘exceptional’ or the ‘exception’ 
is a m anifestation o f  a m onolingual m indset. This, coupled w ith the above m entioned expressions 
o f  ‘ no t being a language p e rso n ’ and difficulty learning a FA L, provides strong evidence o f  a 
m onolingual m indset. It is o f  particu lar im port in that th is feature o f  a m onolingual m indset is 
hav ing  a d irect affect (as m entioned  above) on the m aintenance o f  the FA L status quo for English 
speakers (i.e. taking A frikaans as the ‘lesser o f  tw o ev ils’).
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The M ES w ho w ere in terview ed also com m only ascribe [+N orm ality] to  English, and [-Norm ality] 
to  Z ulu/A frican languages -  even in the context o f  the w ider South A frican society. This sense o f  
[+N orm ality] is also a feature o f  the m onolingual m indset, w hich sees the language o f  pow er or the 
dom inant language as the norm  and is expected to  be know n or used by all. The use o f  E nglish  by 
non-E nglish  speakers is also positively evaluated. In addition to this, [+Security] is expressed in 
relation to being spoken to in a language one understands (i.e. English). This is coupled w ith  high 
praise and regard  for p lurilingualism  as exceptional, and also seen as no t the norm  or as easily 
achievable. A s discussed in 4.2.5, w hile th is is seem ingly ‘p ro -p lu rilingual’ sentim ent, it is also a 
feature o f  the m onolingual m indset. The [+V aluation] p lurilingualism  is also countered by lack o f  
C apacity in relation to the M ES inaction  in term s o f  learning a LO TE, further h ighlighting the 
discourse o f  com prom ise o f  the M ES.
A  further feature o f  the m onolingual m indset is seen in the [+V aluation] o f  A cadem ic Success, by 
both  the participants (and their parents and the schools them selves as expressed v ia  the 
participants), at the expense o f  language learning. L earning LO TE is seen as secondary to 
m athem atics and the sciences, and as a threat to the studen t’s average at the end o f  the year 
(especially  i f  they  are no t a ‘language perso n ’). H ow ever, th is is coupled w ith [-Security] regarding 
LO TE, despite there being no practical m otivation to  learn a LO TE, due to [-V aluation] A frican 
languages and despite expressions o f  [-V aluation] o f  m onolingual English. The participants express 
[+V aluation] o f  being spoken to and educated in o n e’s m other-tongue, how ever th is often is in 
situations w here participants are m entioning [-Security] in being  spoken to in  a language they do 
not understand, or the thought o f  having  to be  educated in a LOTE.
All participants object to suggestions that a lack o f  a L O T E  (particularly  inability  to speak an 
A frican language) is harm ful to o n e ’s ‘South A fricanness’ (i.e. you  are less South A frican i f  you 
are unable to  speak a LO TE), particularly  w hen asked outright, as in Q6. This indicates that in a 
situation w here an ind iv idual’s very  ‘South A fricanness’ is threatened by a lack o f  ability in an 
A frican language, the knee-jerk reaction is an appeal to an interpretation o f  Rainbow ism . This 
sentim ent, nam ely that w e are all South A frican regardless, ironically  reinforces m onolingualism  
in this group. H ere the m onolingual m indset is b locking any true developm ent o f  the plural nature 
o f  the R ainbow  N ation developing in the participants (this is d iscussed in  section 2.4).
The follow ing section com pares the tw o ‘p ro files’ o f  M E Ses that are revealed in the quantitative 
(4.2.5) and qualitative (4.3.4) sections.
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4.4 A Comparison of the MES Profiles Revealed by the Two Bodies of Data
The profile that em erges from  the A PPR A ISA L analysis (4.3.4), o f  a M ES in D urban is, for the 
m ost part, consistent w ith the profile that em erges from  the Q uantitative section (4.2.5). H ow ever, 
the tw o provide different levels o f  insight into the attitudes, positioning, negotiations o f  the M ES 
participants in th is study. In particular, w hile the analysis o f  the attitude questionnaire indicates a 
conflict or vacillation betw een responses reflecting the ideals o f  R ainbow ism  and responses 
reflecting a m onolingual m indset, the reasons behind  th is conflict, or the m otivations for expressing 
a certain attitude are not evident in the quantitatively-based dataset. In the A PPR A ISA L  analysis, 
features o f  a m onolingual m indset are often  m ore easily analysable (or discernible) in  term s o f  
overt attitudinal m eaning. The expressions m ade by the participants in the interview s often involve 
insight into the participants’ m otivations or reasoning beh ind  expressing either R ainbow ism  or a 
m onolingual m indset (or vacillating betw een the tw o), as well as explanations for certain  apparent 
rejections o f  a m onolingual m indset. Thus the discourse o f  com prom ise is m ore detailed  and richly 
veined  in the qualitative data.
This can be seen to be due to the open-ended nature o f  an in terv iew  in contrast to a questionnaire. 
In  an interview , participants are able to reason through their answ ers and express them selves fully 
and in their ow n w ords, as opposed to being constrained by a statem ent w ith a particu lar phrasing 
that they m ust respond to on a predeterm ined  scale in  the case o f  a questionnaire. In  fact, the 
difference betw een the capacities o f  these tw o data  collection instrum ents is ind icated  in section 1 
o f  the questionnaire itself. This section, particularly  question 7 (see sections 4.2.1 and 4.22), 
addresses self-reporting o f  bilingual status. This question asks participants to explain w hy they 
respond ‘Y es’ or ‘N o ’ to w hether they are bilingual. Thus th is is one open-ended  question am idst 
a questionnaire o f  close-ended questions. In the responses to th is question there is naturally 
evidence o f  reasoning and m otivation beh ind  a partic ipan t’s choice, as the nature o f  the question is 
to  ascertain a deeper level o f  insight. Thus the data analysed from  this question (see section 4.2.2) 
are m ore ‘narra tive’ or discourse-based. In th is m ore narrative section, one can see a foreshadow ing 
o f  the negotiation betw een R ainbow ism  and a presence o f  a m onolingual m indset that is present in 
the longer narrative data. An exam ple o f  th is is the difference revealed in the A PPR A ISA L  analysis, 
that the feature o f  claim ing to ‘ no t be a language p e rso n ’ , is both  a feature o f  m ale and fem ale 
narratives (see exam ples 1.103 and 1.104 below ), w hile it is alm ost exclusively fem ale in 4.1. 
Further to this, the A PPR A ISA L  analysis o f  narrative data  offers a possib le ‘ro o t’ o f  the perception 
o f  personal ‘linguistic inab ility ’. This is problem s w ith the levels o f  testing  o f  A frikaans FA L versus 
Z ulu  FA L, support at hom e resulting in a reinforcem ent o f  the status quo (i.e. choosing A frikaans 
FA L), the structure o f  the Z ulu  FA L classroom  and learners (alm ost exclusively first language 
speakers o f  Zulu) and a concern for and [+V aluation] o f  academ ic success, that the participants feel
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is jeopard ised  i f  they take or attem pt to  take Z ulu  as a FAL. Thus the A PPR A ISA L  analysis allows 
one to dig beyond - and into - original ‘rainbow ism ’ or ‘m onolingual m indset’ responses and ‘see’ 
the participants struggling w ith the conflict m anifested  in the discourse o f  com prom ise:
1.103 (F4: 6) “But I mean if I had been good at it and I understood it, I would have taken it” .
1.104 (M2: 13) “it’s one of the subjects that’s really pulling me down”.
W hen looking at the issue o f  the presence o f  a m onolingual m indset, there are differences betw een 
the two data sets. The attitude questionnaire is beneficial, as it show s the responses o f  a larger group 
o f  participants (M ESes), and one can see, for certain  questions, tw o contradictory groupings o f  
answ ers -  indicating a conflict. H ow ever, the A PPR A ISA L analysis allow s a greater depth o f  
insight into th is conflict indicated  in the questionnaire. Furtherm ore, the indication o f  a ‘ fou rth ’ 
orientation tow ards m onolingualism , nam ely that the participants are aw are o f  their ‘abnorm al’ 
status and find it undesirable, how ever lack personal, social and institutional m otivation to  change 
it, is m ore apparent in  the A PPR A ISA L analysis. Thus is due to its ability to h ighlight the 
negotiations m ade by  participants in term s o f  the value positions they put forw ard, and their 
relationship w ith the listener. The use o f  the A ttitude system  to investigate uses o f  the Affect, 
Judgem ent and A ppreciation subsystem s also allow s greater insight and sensitivity as regards the 
attitudes o f  the participants (and ho w  they construct and relate them ), than  the bare figures o f  the 
Q uestionnaire indicate.
In  both  the quantitative and qualitative data  sets, a positive attitude tow ards p lurilingualism  and a 
discom fort w ith a m onolingual upbringing or situation is expressed. H ow ever, as shown, features 
o f  a m onolingual m indset are p resen t in both  data  types. In the A PPR A ISA L  analysis the conflict 
w ithin the participants is m ore evident through the ability o f  the fram ew ork to allow  one to track 
the detail that helps constitute the discourse o f  com prom ise evident w ithin the partic ipan ts’ 
narratives. This conflict and com prom ise (or lack o f  consensus) is evident at a surface level in the 
quantitative data w hen one looks at patterns o f  responses, w hile the analysis o f  the qualitative data 
reveals a greater depth o f  results, particularly  in term s o f  an expression o f  the m otivation behind  
the contradictions. Thus the level o f  insight into the attitudes presen ted  by the participants is m uch 
greater in the qualitative section, as m otivation is revealed, as well as the internal conflict and 
com prom ise experienced by the participants, that is indicated  at a surface level in  the questionnaire 
results. W hile a situation o f  com prom ise and conflict is indicated  in the quantitative section o f  the 
questionnaire, it is increasingly evident and ‘ detailed’ in the ‘ open-ended’ answ er section o f  the 
questionnaire (section 1 -  see A ppendix  5), and then  in  the qualitative A PPR A ISA L section.
4.5 Conclusion
In  th is chapter, I have discussed the different stages in the analysis process. I have detailed  the 
analysis o f  the data from  both  the quantitative attitude questionnaire (section 4.2) and the
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qualitative narrative elicitation in terv iew  (4.3). E ach section is concluded w ith a sum m ary o f  the 
overall profile o f  M ES that em erge from  the relative data  set (see 4.2.5 and 4.3.4). M ain  findings 
from  the analysis process are sum m arised and im portant features o f  the responses are highlighted. 
Lastly  section 4.4 provides a com parison o f  the profiles, and characterises the capacity and value 
o f  each o f  the data  collection instrum ents in investigating the attitudes o f  the participants 
(particularly  their ability to m anifest the ‘discourse o f  com prom ise’ that characterises this 
research). T he follow ing chapter is the C onclusions chapter and provides a sum m ation o f  all the 
aspects o f  the study.
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Chapter 5: Conclusion
5.1 Introduction
This chapter provides a sum m ation o f  the findings o f  th is thesis. It follow s from  the explanation 
o f  the m ethodological fram ew orks detailed  in chapter 3, and analysis reported  on in  chapter 4. The 
chapter first places this research in  the w ider academ ic context in term s o f  the nature o f  the 
research project and w hat role it plays w ith in  its field  (section 5.2). The research questions that 
are detailed  in chapter 1 are responded to in section 5.3, and in doing so the section provides a 
sum m ary o f  the m ain  findings o f  th is thesis. Section 5.4 identifies lim itations o f  th is research that 
becam e apparent during the course o f  the study, and also addresses potential sites o f  future 
research that have em erged (5.4.1-5.4.5).
5.2 Nature of the Research and its Uniqueness
A s discussed in section 2.3.1, the field  o f  m onolingual research is a relatively n ew  one. M ost 
discussions (or m entions) o f  m onolingualism  are m ade in relation to the effects or p roblem atizing 
o f  issues surrounding plurilingualism , plurilingual education, m other-tongue education, English 
second language education, etc. M any recent studies have focused on the issue o f  the ‘ E nglish  
on ly ’ m ovem ent in the U nited  States (and A ustralia), and the issue o f  m onolingual language 
p lanning and policy in  plurilingual states (focusing on the fact that all states/countries are 
plurilingual -  no country contains one language w ithin its borders), especially in the light o f  
im m igration. G ogolin (1994), who coined the term  m onolingual habitus, (see section 2.2.4.3) 
m entions it particularly  in relation to South A frica and the positioning o f  E nglish  w ith in  language 
policy, educational policy and its social standing (G ogolin 1997).
This study w orks o f f  C lyne’s (2005) concept o f  the m onolingual m indset, w hich is one that 
m anifests itse lf  in  situations w here a m onolingual habitus prevails and can be seen to be both  cause 
and effect o f  that habitus, as it prom otes certain  ideologies that reinforce m onolingualism . 
H ow ever, the uniqueness o f  this study prim arily  lies in the fact that the context o f  the research is 
anachronistic. In the South A frican context focused on in  th is study, w e are no t dealing w ith  a 
situation involving im m igrants defending their languages against a dom inant standard  language 
(dom inant in term s o f  num ber and pow er). W e are dealing w ith a cultural and linguistic dom inance 
(thanks to colonialism  and A partheid), in the role o f  the m inority. W e find an E nglish  m onolingual 
m indset in a setting w here English  is very  m uch the m inority  language (in term s o f  population 
size -  o f  first language speakers). W hile th is issue is no t exclusive to South A frica w ithin A frica 
(it is a com m on problem  o f  form erly colonized  states), studies on th is issue tend  to focus on 
language p lanning policy theory, and m other-tongue or dual m edium  education policy. This study
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focuses on attitude and ideology and the em ploym ent o f  bo th  a statistical and A PPR A ISA L 
analysis, w here elsew here, critical discourse analysis is usually used. A PPR A ISA L  has no t before 
been  used in th is context. Studies dealing w ith discourse generally  look at features o f  the discourse 
o f  ‘E nglish  on ly ’ proponents (for exam ple see B lackledge 2000), and do not look  at the 
m onolingual m indset, nor do they look at issues o f  identity  conflict or alignm ent uncertainty 
w ith in  the speakers o f  the dom inant language (i.e. the language o f  pow er). U sually  issues o f  
m inority and m inoritised  groups and their struggle against those in ‘p o w er’ are the focus o f  these 
studies.
5.3 Answering the Research Questions
The preceding chapters have served to  answ er the research questions p roposed  in section 1.3. Those 
questions are set out below  in the sam e order as they are listed  in chapter 1, w ith a discussion o f  
the answ ers revealed through the analysis in  chapter 4, follow ing each question.
R esearch question 1: W hat are the attitudes o f  M ES towards:
a. the role o f  E nglish  and o f  A frican languages in South Africa?
Participants portray  a com plex  and conflicted  idea o f  English. N egative associations o f  English 
m onolingualism , and E ng lish ’s dom inant role in South A frica are m ade by the participants, 
particularly  in the narrative elicitation interview. H ow ever, th is is often countered w ith positive 
associations o f  E nglish  as an international language and as a unifying agent in the country. Thus 
m onolingualism  is portrayed as undesirable, how ever at the sam e tim e it is the norm  and 
unavoidable (as seen in the frequent rem oval o f  agency on the part o f  E nglish  speakers w hen it 
com es to learning L O T E  and E nglish  itse lf  in  relation to its dom inant status in an African, 
plurilingual society). The participants characterise the use o f  E nglish  as acceptable and also as the 
m ost useful language available (to the w orld  and South A fricans). T hough they m use about how  
they w ish they  spoke m ore than  E nglish  and express insecurity  and dissatisfaction w ith  their 
m onolingual status, they frequently  express security  tow ards it as their M OI, and express insecurity 
at the notion and difficulty o f  language learning, particularly  the learning o f  A frican languages 
(including A frikaans). This is linked with the perceived  lack o f  instrum ental value outside o f  South 
A frica (then even only socially) associated w ith A frican languages com pared w ith  the usefulness 
o f  E uropean languages such as French. Thus the social status o f  A frican languages, com bined with 
their purely ‘lo ca l’ associations in the m ind  o f  the participants, m eans that there is a distinct lack 
o f  m otivation to learn  these languages, and particularly  to use them  outside o f  a school setting 
(w here they affect grades). Thus the participants frequently  express a desire to speak Zulu, and the 
b e lie f that doing so is exceptional, bu t they rem ain  firm ly attached to  the use and prom otion o f  
E nglish  in  all form al and academ ic settings, resulting in a lack o f  functional acquisition o f  a FAL.
b. their ow n status as m onolinguals and their perception o f  bilingualism ?
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This has been  partly  dealt w ith in  the response to  question 1.a. A n association o f  m onolingualism  
(particularity  E nglish  m onolingualism ) w ith  a lack o f  skill and as ‘m issing o u t’ on social 
engagem ent is strongly seen in  the analysis o f  the data  in this study. It is particularly  seen in the 
A PPR A ISA L  analysis o f  the narrative in terv iew  data. In  the questionnaire, attitudes tow ards 
m onolingualism  are slightly m ore am bivalent, and often  conflict from  one questionnaire item  to 
another as can be seen in the exam ple that follows. Item  29 o f  the questionnaire states “It is 
beneficial to be able to talk  to people in their ow n language” (95%  agreed w ith  this statem ent). This 
indicates a strong prom otion o f  the plurilingual (and R ainbow ism ) ideal o f  the im portance o f  o n e’s 
m other-tongue that is also referenced by N elson M andela in the stim ulus article (see analysis 
question 4). H ow ever, there are responses to  o ther questionnaire item s that indicate a contradiction 
in term s o f  attitude (as regards practical im plications), such as item  28, w hich states “I have no 
need  to  use Z ulu  in m y day to day life” . H ere, 50%  o f  the participants agreed w ith  th is statem ent 
(w ith 17 rem aining neutral). Thus, w hile it m ay be ‘beneficia l’ to speak to som eone in their m other- 
tongue, in  a Z ulu  dom inated province like K w aZulu-N atal, the participants -  for the m ost part -  
see no practical need  to learn or use a LO TE (nam ely Zulu).
Overall the participants portray  a sense that w hile undesirable, being an E nglish  m onolingual is 
‘o k ’ and sufficient (at the least) for life in South Africa. The tension betw een a m onolingual m indset 
and the plurilingual nature o f  R ainbow ism  is evident in that the participants are often overtly aware 
that statem ents prom oting E nglish  and reflecting a positive construal o f  m onolingualism  are not 
politically  correct and so are often m itigated. This can be seen in  exam ples used in section 4.3.2.2, 
such as the follow ing; (Q 2:M 6:7-8) “it's no t really their fault that it excludes people that can't speak 
E nglish” . There the participant is negotiating the status o f  E nglish  in  South A frica by rem oving 
b lam e (or agency) from  E nglish-speakers (and E nglish  speaking countries) for its rise in econom ic 
pow er by dow nscaling ‘fau lt’ -  ‘no t really  their fau lt’. Thus he is acknow ledging E n g lish ’s position 
o f  pow er and econom ic privilege, bu t does no t see th is as problem atic due to its international use. 
P lurilingualism , as show n throughout both  the quantitative and qualitative data, is show n to be 
considered exceptional and im pressive, bu t no t achievable. This in itse lf  reflects a m onolingual 
m indset and is further expressed by the sentim ent that p lurilingualism  is beneficial (particularly 
socially), bu t no t instrum entally  or m aterially  necessary, therefore prom oting an inherent lack o f  
m otivation to  becom e com petent in a LOTE. A frikaans is taken as a FAL, as it w as under the 
A partheid  governm ent, bu t purely because participants v iew  it as m ore ‘stab le’ to learn and so less 
detrim ental to  their grades than  taking Zulu.
c. their feelings as m onolinguals?
This is addressed throughout bo th  data sets, w ith  greater detail being achieved in the A PPR A ISA L 
analysis. It has been  discussed in  both  the responses to research question 1a and b, as the
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participan ts’ perceptions o f  the languages involved as well as their m onolingual status is 
inseparable from  their feelings as m onolinguals. In short, the participants -  the M E Ses o f  D urban 
-  feel conflicted and insecure prim arily  due to their m onolingual status, and because th is status 
involves them  being  unable to  engage in a m eaningful w ay w ith an indigenous A frican language. 
T heir m onolingualism  com prom ises their status as South A fricans and as such there is a constant 
tension, or to and fro, betw een  their reflection o f  a m onolingual m indset (engendered by the South 
A frican language policies) and the position  or status o f  their social group in South A frica
R esearch question 2: W hat do the attitudes in 1. reveal about M E S es’ personal linguistic ideologies 
and ho w  do they negotiate  their identity in  relation to any contradictions in these ideologies?
This too, has been partly  dealt w ith  in the responses to research question 1. The prim ary ideological 
struggle revealed w ithin the participants is that o f  a struggle betw een the R ainbow ism  o f  the ‘new  
South A frica’ that they w ere born  into, and the m onolingual m indset that is a llow ed to prevail due 
to  the ideologies concerning E nglish  pu t forw ard in the fight against apartheid and preserved in 
post-apartheid  South A frica (to help  the econom y). The L iE P also affects their personal ideologies 
and prom otes academ ic success above any possib le social benefits from  know ing a LO TE 
(especially  an A frican language). L anguages m ust be econom ically or academ ically  useful to be 
learnt.
R esearch question 3: As explained in chapter 1, and referred  to  in the analysis o f  bo th  data  sets, 
th is research question is a ‘sub-research question’, regarding any racial (W hite/Indian) or gender 
(M ale/Fem ale) differences in affiliation or attitudes. W hile the issue o f  racial differences is easy to 
address as there are no apparent or overall significant differences betw een the Indian and W hite 
participants (see 4.2), the issue o f  gender is m ore com plicated. This is d iscussed in m ore detail in 
5.3.1.
R esearch question 4: H o w  do the insights gained from  South A frican M E Ses add to the em erging 
field  o f  m onolingual research?
This study, due to its anachronistic setting (see 5.1), provides insight into the functioning o f  a 
m onolingual m indset in a setting w here the dom inant language (English) is far from  the m ajority 
language in term s o f  num bers o f  speakers (see A ppendix  2 for census data on num ber o f  speakers 
o f  the 11 official languages). This study touches briefly  on w hat has allow ed this m indset to  grow  
w ithin a section o f  the population o f  a plurilingual, diverse country, and has indicated  the features 
o f  the m indset that are prevalent, and their expression in the LiEP. In the South A frican M ES 
population o f  D urban, there is seem ingly a fourth orientation tow ards m onolingualism  (m entioned 
in section 1.2.2). This is the ‘C overt’ m onolingual m indset that is challenged and countered by a
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pro-plurilingual/d iversity  ideology (R ainbow ism  in th is case), that leaves the participants insecure 
and dissatisfied and distanced from  a true ‘national iden tity ’. They are very  aw are o f  their 
‘unnatu ral’ and ‘undesirab le’ status as m onolinguals (especially  m onolingual E nglish  speakers), 
how ever lack m otivation to do anything about it due to  a lack o f  practical opportunity  and m aterial 
benefits o f  expending the energy required  to learn another language. This has been  discussed in 
responses to  research question 1.
5.4 Limitations of the Study and Potential for Future Research
This section details issues that w ere deem ed to be beyond the scope o f  th is study, bu t relevant or 
w orthy o f  future research. It also looks at any lim itations o f  the study that have becom e apparent 
as the research progressed.
5.4.1 Gender
The issue o f  gender has turned out to be m ore im portant than  I previously  thought it would. W hile 
gender has been addressed, particularly  in the quantitative section (4.2) due to  the ease o f  analysis 
o f  the L ikert scale, it was m entioned  obliquely in the qualitative section and delayed until here. I 
no w  detail a few  o f  the m ost salient gender differences distilled from  the analysis. The topic is one 
that should be subjected to further, m ore in-depth investigation.
Overall, fem ales are m ore expressive o f  their desire to learn Zulu, and m ore overtly prom ote 
R ainbow ism , w hile m ales are m ore likely (than the fem ales) to be pragm atic about their linguistic 
situation and the relative value o f  Z u lu  (and other A frican languages) versus E nglish  (and European 
languages). R esponses to the in terv iew  questions indicate that fem ales also tend  to be m ore pro 
language learning and express desire and regret that they are unable to com m unicate in a LO TE, 
w hile m ales -  though still expressing a desire to be plurilingual and dissatisfied  at no t being able 
to  com m unicate in Z ulu  -  are m ore likely to express a m onolingual m indset overtly than  fem ales. 
This is evident w hen one does a closer exam ination o f  the focus o f  m ale versus fem ale 
A PPR A ISA L  expressions, for w hich there w as no t enough space in th is thesis. B rie f  exam ples o f  
th is are as follows:
In  Q3 [+Propriety] is expressed m ainly by the fem ale participants (only one o f  the instantiations 
com es from  a m ale participant). A  sense o f  P ropriety  is conveyed in relation to  p lurilingualism  (and 
know ing A frican languages), as well as practical language learning (c f  theoretical language 
learning m entioned under [-Propriety]), and the new  A frikaans teacher. M ales produce m ore 
graduations relating to Z ulu  (and related  topics) than  fem ales, the m ajority  o f  w hich are negative. 
In  Q4: Only 5 o f  the 29 expressions o f  [+V aluation] cam e from  the m ale participants, and these 
related  to English, A frikaans speakers, language learning and N on-E nglish-speakers speaking 
English. All o f  the [+V aluations] o f  P lurilingualism  cam e from  the fem ale participants.
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In  Q5: Fem ales, expressed [+Inclination] tow ards p lurilingualism  (in som e form ) 10 tim es versus 
tw ice for m ales. The m ajority o f  expressions o f  [+Satisfaction] w ere m ade by fem ale (15) 
participants. The few  (4) m ale expressions concerned English  and French, w hile fem ale 
[+Satisfaction] concerned P lurilingualism  and developing com m unicative ability in a LO TE (F7). 
T h irty -fo u r o f  th e  [+V aluation] in  Q5 ex p ressio n  are  m ad e  by  fem ales. O v er h a lf  o f  the  
exp ressio n s are  in  re la tio n  to  p lu rilingualism , w ith  4 co n cern in g  E n g lish  and  3 Z u lu  and 
dev e lo p in g  co m m u n ica tiv e  ability . M ale  exp ressio n s con cern ed  p lu rilin g u a lism  only  6 tim es, 
w ith  3 o f  th o se  re la tin g  to  Z u lu  speakers speak ing  E nglish .
B oth  genders show  the conflict betw een a desire to adhere to  the tenets o f  R ainbow ism , and the 
features o f  a m onolingual m indset, how ever the m ale participants attem pt less justifica tion  (for 
their lack o f  p lurilingualism  or p rom otion o f  English), and their p ro-plurilingualism  is -  in general
- less overt and em otive (w ith the exception o f  the in terv iew  question that refers to  N elson M andela 
directly).
A  b rie f  sum m ary o f  the gender differences revealed in the attitude questionnaire show s that m ales 
are m ore likely to claim  that they are fluent, or to provide an 'unqualified ' ability in a LOTE. The 
partic ipan ts’ focus on fluency as a definitive factor as to  w hether they are bilingual or not. This is 
a feature o f  the m onolingual m indset as discussed in Section 2.3.2 w hereby the expectation o f  
com plete com petency in the languages involved is expected in order to apply the tag  'plurilingual'. 
This is also seen w ith those w ho feel the need  to  m itigate their fluency and so indicate a sense o f  
'concern ' or unease w ith claim ing bilingual status w hile know ing that they are no t fluent in a LO TE 
and only have basic com m unicative ability (for exam ple see exam ple 1.3 in section 4.2.2.1 (pg. 
87)).
R esponses to the questionnaire item s indicate stronger presence o f  a m onolingual m indset in males. 
Interestingly, th is is contrary to the fact that none o f  the m ale participants use the ‘I ’m  not a 
language perso n ’ strategy to  explain their m onolingual self-reporting. It is the fem ales that do this
-  this is dealt w ith further in section 5.4.1, in looking at gender differences revealed in the 
quantitative, c losed-ended data  versus the qualitative open-ended  data. M ales tend  to state a ‘lack 
o f  fluency, w hich is also a m anifestation o f  the m onolingual m indset. Further to  this, the m ain 
‘gender d ifferences’ in the 38 item s are as follows; m ales are m ore explicitly opposed to  the notion 
o f  linking A frican languages to South A frican national identity. This show s an a ll-round strong 
expression o f  a m onolingual m indset through the norm alisation o f  m onolingualism , in tensified  in 
the m ales’ responses. Fem ales, on the other hand, are m ore neutral on the m atter o f  Z ulu  replacing 
English, w hile m ales are m ore overtly against this. M ale participants show  a low er valuation o f
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A frican languages in term s o f  their im portance to everyday life in  South A frica than do the fem ale 
participants. T his is discussed further in 5.4.1 in  relation to the A PPR A ISA L  analysis. The conflict 
betw een an adherence to R ainbow ism  and the presence o f  a m onolingual m indset (particularly  in 
fem ales), can be seen in that the m ajority o f  fem ale participants disagree w ith item  14 ‘speaking 
only one language is fin e ’), w hile the m ajority o f  m ales agree w ith the statem ent. T his indicates a 
continued adherence to  a m onolingual m indset by the m ales, w hile the fem ales appear to  prom ote 
plurilingualism . This response by the fem ales conflicts w ith their response to item  23 (see section 
4.2.3.2) w here they agree that m onolingualism  is 'normal'.
The m ale profile is quite sim ilar in both  the analysis o f  the attitude questionnaire, and the analysis 
o f  the narrative elicitation in terv iew  data. The m ain exception is that the in terv iew  data and its 
A PPR A ISA L  analysis reveals m ore detail into the ‘negativ ity ’ o f  the m ale participants and insight 
into the m otivations for it. C onflict is evident in a way through the A PPR A ISA L  analysis that the 
A ttitude Q uestionnaire is unable to  provide. This can be seen w ithin m ale participants betw een 
expressing R ainbow ism  (see exam ples 1.25 and 1.28 in  section 4 .3.1.2 pg. 110) and their innate 
feeling o f  lack o f  m otivation (see exam ple 1.26 pg. 110) coupled w ith  expressions o f  [-Valuation] 
o f  A frican languages (Zulu) over E nglish  (see section 4.3.1.4 pgs. 113-115). W hile the 
questionnaire indicates a surface level agreem ent or disagreem ent w ith  certain  statem ents, the 
A PPR A ISA L  analysis allow s for insight into ho w  and w hen the m ale participants try  to  m itigate 
their m onolingual m indset responses (such as seen in Q4 w hen N elson M andela is m entioned, see 
exam ples 1.25 (pg. 110) and 1.76 (pg. 123)) and ho w  they use contractions and expansions o f  the 
dialogic space to align the in terview er w ithout threatening the relationship (see exam ple 1.91 (pg. 
130)), and ho w  they use G raduations to  dow nscale certain assertions (see exam ple 1.76(pg. 123)).
The fem ale participants express [+V aluation] for A frican languages (Zulu) and dissatisfaction with 
the m onolingual upbringing and environm ent afforded in Durban. W hile th is m anifests in the 
attitude questionnaire, it is overtly  evident in the A PPR A ISA L analysis. H ow ever, it is coupled 
w ith a lack o f  (personal, social or institutional) m otivation, [-Capacity] in relation to  M E S es’ role 
in E ng lish ’s dom inance, and a [-V aluation] for everyday instrum ental use o f  A frican languages 
(Zulu). T hese expressions o f  a m onolingual m indset are evident in the fem ale responses in the 
in terv iew  in a w ay that is no t available in the quantitative data, due to the closed-ended  nature o f  
the questions. H ints o f  these features o f  a m onolingual m indset are evident in the ‘open-ended’ 
b iographical inform ation section o f  the attitude questionnaire. Thus the A PPR A ISA L analysis 
provides validation for the conclusions draw n in section 4.2.2. L ikew ise, the strong sense o f  
insecurity  w ith the m onolingual status, and lack o f  Z ulu  com petence, w hile evident in m ales, and 
in fem ales in  the Q uantitative data, is even m ore evident in the fem ale responses to Q 1-6 for
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exam ple statem ents such as; (Q1:F1 17 - 18) “Ja  well I ’ve alw ays w anted to  i t ’s been  an interest 
bu t it’s never () m y parents d on’t do it, m y friends, y ou  know  () m y social circle, i t ’s j a  no it’s ja. 
i t ’s unfortunate” , w hen analysed from  an A PPR A ISA L  perspective.
5.4.2 Language planning and policy
Issues o f  language p lanning and policy  (both past and present) are o f  vital im portance w hen seeking 
to  understand the language ideologies and practices o f  a society (see 2.2.3.1). Thus, as d iscussed in 
chapter 2, looking at the language polices o f  both  the colonial and apartheid eras is fundam ental to 
unw rapping the responses o f  the participants in  the study. Furtherm ore, current language policies 
have a huge role both  in  prom oting and sustaining a m onolingual m indset, and the position  o f  
E nglish  in South A frica, as well as the issues that bear on language learning and m otivations 
tow ards learning A frican languages in South Africa. The post-A partheid  language in education 
policies have gone through different stages that the in an effort to  break  free from  the ideological 
effects o f  B an tu  education, and A partheid  era education for W hite participants (w hich w as seen as 
fundam ental to sustaining the A partheid  state as discussed in chapter 2). This evolution provides 
m uch insight into the developm ent o f  the attitudes o f  the participants and the w ider South A frican 
society tow ards L iEP, and the desire for E nglish  (particularly  on the part o f  non-English-speakers). 
In itially  I included  a research question on the im plications o f  the findings for South A frican 
language planning  and policy -  especially in  the education sector. A ttitudes tow ards language and 
language learning expressed by the participants can be seen to indicate w hether the participants are 
in agreem ent w ith the intentions and m echanism s o f  the current LiEP, w hich could  provide an 
indication as to its success. H ow ever, w hen trying to  include all the necessary literature for a proper 
investigation into the topic, as well as analysing the data  w ith the question o f  language policy  and 
p lanning in m ind, it becam e apparent that it w as too large a topic to be included in  this study in a 
form  that w ould  do it justice. The attitudes o f  the participants tow ards language learning and 
A frican languages is a field  o f  inquiry, specifically the effects o f  language policy in sustaining the 
A partheid  era language learning status quo, that needs to be addressed in  the future.
5.4.3 Plurilingualism as respect
Throughout the responses to  the interview s, there is a trend  o f  characterizing p lurilingualism  as 
respect. E xam ples o f  th is are statem ents such as:
5.1 (Q4:F1:10) ‘you respect the person ja, you show your respect by speaking their language’.
5.2 (Q4:M5:11) ‘ja  you can tell and like you respect them for that’
This w as no t investigated  explicitly due to  the lim itations o f  the research  in term s o f  size, as it is 
subsum ed as part o f  a pro-plurilingual attitude. H ow ever, this attitude is o f  interest and relevant to 
the topic, as the characterisation o f  p lurilingualism  as respect strongly reflects a prom otion o f  
R ainbow ism . H ow ever, the fact that the participants see it as ‘respec t’, ye t have no practical
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m otivation to learn another language, has im plications for their positioning in society and their 
sense o f  alignm ent w ith the notion o f  ‘South A frica’, or the ‘R ainbow  N ation ’ they prom ote.
5.4.4 The effect of different socio-economic groups and schools (including teachers)
The effect o f  the influence o f  parents and teachers has no t been investigated  in any depth. Two 
interview s w ere conducted -  one w ith  a teacher from  each school -  how ever I excluded them  as 
they w ere insufficient to extrapolate any results from. They did, how ever, indicate that a fruitful 
line o f  enquiry w ould  be to investigate the m anifestation o f  a m onolingual m indset in the w ider 
social grouping o f  M E Ses in D urban. It w ould  also provide in teresting insight into any difference 
betw een the Indian and W hite groups, and w hy there seem s to  be a sim ilar attitude displayed by 
these tw o groups. A  further line o f  enquiry w ould  be to  investigate the attitudes o f  individuals in a 
low er econom ic grouping, or at various public and private schools. The private schools used in this 
study are ‘m id-range’ in term s o f  fees, and public  schools (w hich them selves are m ade up o f  a 
range o f  fees), w ould  obviously provide a very different social background depending on the m ake­
up o f  the school. A  m ore detailed  and well tested  questionnaire w ould  aid in seeking out any 
difference in attitude. R elated  to  this, it w ould  also be w orth looking at the role a school (and its 
historical FA L status quo) m akes on the choices o f  scholars in term s o f  FA L, as w ell as their 
attitudes tow ards language learning, and the benefits associated with different languages, and their 
perceived  effect upon a scholar’s school m arks. W ith the in troduction o f  the CAPS curriculum  (see 
2.2.4.2), scholars needed to choose their FA L in G rade 4. I cam e across a letter to  the parents o f  
these students from  one o f  the schools in this study, actively d iscouraging students from  taking 
Z ulu  FA L  unless they w ere already very fam iliar w ith it, as it is m uch harder than A frikaans. This 
w ould  naturally  affect a G rade 4 ’s choice o f  FA L as, at age 10/11, a ch ild ’s parents w ill be the 
controlling force behind  a choice such as this.
5.4.5 Critical Discourse Analysis
In itially  the analysis o f  the narrative data w as envisioned to include a critical discourse analysis, 
how ever this proved  to be beyond the scope and size o f  a M aster’s thesis, and the results gathered 
from  the A PPR A ISA L analysis w ere considered sufficient to w ork with. H ow ever, a CD A  analysis 
w ould  provide great insight into the situation under investigation, especially as it deals w ith the 
m anipulation or control o f  pow er and p revalen t ideologies in a society. L ikew ise an inclusion o f  
the study o f  L anguage R eperto ires (particularly  in South A frica) w ould  have strengthened m y 
account, bu t issues o f  scope and scale precluded m y draw ing on them.
5.4.6 Analysis of stimulus article
A  notew orthy lim itation o f  the study, and one that could be rectified  in further research, is that I do
not provide an A PPR A ISA L analysis o f  the stim ulus article i.e. in  addition to the student responses
to that article. This w ould  be beneficial to the study and to characterising the M E S es’ attitudes as
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the student responses are likely to have been influenced by the evaluative choices in the stim ulus 
article, and attem pts there to position  the reader in particu lar ways. Thus a breakdow n o f  the 
expressions o f  A PPR A ISA L  in the article, and a com parison o f  ho w  participants react to passages 
w ith certain  interpersonal m eaning, w ould  be a further avenue o f  investigation
5.4 Conclusion
The role o f  E nglish  in South A frica is a com plicated and m uch debated one. Its relationship with 
the A frican languages and w ith the education sector and form al econom y is one in w hich it has 
reached increasing ascendency. This is partly  due to the legacies o f  colonialism  and apartheid, as 
w ell as the roles p layed by  E nglish  in  the struggle against A partheid, the negative associations o f  
A frikaans, and E ng lish ’s dom inance w orldw ide. It is against th is back drop that I sought to  study 
the attitudes and feelings o f  E nglish  speakers in D urban -  the m ost ‘E ng lish ’ region o f  South Africa. 
This is because these individuals appear to be alm ost exclusively m onolingual E nglish  speakers, 
and as such their positioning in  a plurilingual country such as South A frica is w orthy o f  
investigation, as well as w hat possib le features m ay be causing their continued existence as 
m onolinguals. Thus, through an attitude questionnaire and an A PPR A ISA L  analysis o f  the results 
o f  a narrative elicitation interview , the partic ipan ts’ attitudes and personal ideologies w ere 
investigated  -  particularly  w hether or no t they revealed  features o f  a m onolingual m indset in their 
responses. Features o f  th is m indset have been established as being  present at a practical level in the 
enactm ent o f  the language policies laid  out in the new  dem ocratic era (see section 3.2.3). F rom  the 
data  analysed, w hat has been term ed  a ‘discourse o f  com prom ise’ has becom e evident. This 
involves a continual struggle betw een and conflict arising from  the presence o f  both  a R ainbow ism  
ideology, and a m onolingual m indset being  presen t in  the narratives o f  the M ESes. Participants 
present a very pro-plurilingual and pro-A frican language/m other-tongue attitude, how ever th is is 
continually  m itigated  or countered by features o f  a m onolingual m indset, w hich prom otes security 
in speaking and learning in one language only, as w ell as a v iew  that p lurilingualism  is exceptional 
and beyond the reach o f  ‘o rd inary’ E nglish  speakers. This is coupled w ith the fact that participants 
have no practical or econom ic m otivation to  learn and use a LO TE (especially an A frican 
language), and even the social m otivation to learn a language like Z ulu  is h indered  by the fact that 
speakers o f  LO TE are expected to know  E nglish  (thereby rem oving the E nglish  speak er’ s need  to 
learn a LO TE), and that E nglish  is the language o f  prestige. A s non-ind igenous South A fricans (see 
section 2.2 and 2.3), Indian and W hite participants are also ‘ou tsiders’ in the A fricanism  m ovem ent, 
and so there is insecurity and hesitance w here ‘A frican ’ languages (and so ‘A frican’ cultures) are 
involved. E ng lish ’s role in South A frica (and the inclusion o f  R ainbow ism ), offers them  a space to 
belong, how ever it also allow s for the perpetuation o f  a m onolingual m indset, w hich, as seen 
through the analysis, b locks the participants from  a peaceful and assured sense o f  belonging.
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Appendix 2: Census Data 1996 and 2011
Census 1996 (Census in brief):
Eastern
Cape
Free
State
G auteng K w aZ ulu-
N atal
M pum a­
langa
N orthern
Cape
N orthern
Province
N orth
W est
W estern
Cape
South
A frica
Afrikaans 600 253 379 994 1 213 352 136 223 230 348 577 585 109 224 249 502 2 315 067 5 811 547
English 233 376 35 154 947 571 1 316 047 54 839 19 902 21 261 34 106 795 211 3 457 467
IsiNdebele 1 248 4 454 114 899 1 231 346 337 287 72 506 42 833 3 165 586 961
IsiXhosa 5 250 524 245 101 543 698 132 223 36 378 52 689 8 597 178 931 747 977 7196 118
IsiZulu 25 323 125 082 1 559 520 6 658 442 706 816 2 300 36 253 82 068 4 341 9 200 144
Sepedi 2 572 4 708 688 607 1 775 291 923 259 2 572 491 132 374 1 136 3 695 846
Sesotho 139 671 1 625 953 953 239 45 677 90 011 7 419 56 002 171 549 14 676 3 104 197
SiSwati 897 3 592 92 154 7 344 834 133 90 57 149 17 272 562 1 013 193
Setswana 863 171 252 573 104 2 147 75 202 165 781 70 339 2 239 774 3 311 3 301 774
Tshivenda 511 1 713 99 837 589 3 345 87 757 683 12 209 436 876 409
Xitsonga 268 14 194 382 463 1 712 97 844 209 1 102 472 156 408 535 1 756 105
Other 12 008 7 456 96 939 38 634 10 606 6 449 13 228 18 088 24 868 228 275
Unspecified 35 012 14 852 83 038 74 977 22 928 7 264 52 163 19 712 45 591 355 538
Total 6 302 525 2 633 504 7 348 423 8 417 021 2 800 711 840 321 4 929 368 3 354 825 3 956 875 40 583 573
2.1: H om e language by prov ince (accord ing  to  n u m b ers  of speakers) 1996
GP K ZN EC W C N P M P N W FS NC SA
1 Zulu
(21.5)
Zulu
(79)
Xhosa
(83.8)
Afrikaan 
s (59.2)
Sepedi
(52.7)
SeSwati
(30)
Setswana
(67.2)
Sesotho
(62.1)
Afrikaan 
s (69.3)
Zulu
(22.9)
2 Afrikaan 
s (16.7)
English
(15.8)
Afrikaan 
s (9.6)
English
(20.3)
Xitsonga
(22.6)
Zulu
(25.4)
Afrikaan 
s (7.5)
Afrikaan 
s (14.5)
Setswana
(19.9)
Xhosa
(17.9)
3 SeSotho
(13.1)
Afrikaan 
s (1.6)
English
(3.7)
Xhosa
(19.1)
Tshivend 
a (15.5)
Ndebele
(12.5)
Xhosa
(5.4)
Xhosa
(19.2)
Xhosa
(6.3)
Afrikaan 
s (14.4)
4 English
(13.0)
Xhosa
(16)
SeSotho
(2.2)
Other
(0.6)
Afrikaans
(2.2)
Sepedi
(10.5)
Xitsonga
(4.7)
Setswana
(6.5)
English
(2.4)
Sepedi
(9.2)
Table 2.2: Top four languages per province (according to percentage 1996
African/Black Coloured Indian/Asian White Unspecified/Other Total
Afrikaans 0,7 82,1 1,5 58,5 27,7 14,4
English 0,4 16,4 94,4 39,1 23,2 8,6
IsiNdebele 1,9 0,1 0,0 0,1 0,9 1,5
IsiXhosa 23,1 0,3 0,1 0,1 9,9 17,9
IsiZulu 29,5 0,2 0,2 0,1 16,9 22,9
Sepedi 11,9 0,1 0,0 0,0 5,6 9,2
Sesotho 10,0 0,2 0,0 0,0 4,0 7,7
SiSwati 3,3 0,0 0,0 0,0 1,4 2,5
Setswana 10,6 0,4 0,0 0,0 4,4 8,2
Tshivenda 2,8 0,0 0,0 0,0 1,5 2,2
Xitsonga 5,6 0,0 0,0 0,0 2,8 4,4
Other 0,3 0,2 3,7 2,0 1,7 0,6
Total 100,0 100,0 100,0 100,0 100,0 100,0
Table 2.3 Home language by population group (according to percentage) 1996
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Census 2011 (Census in brief)
First
Language
W C EC NC FS K ZN N W GP M P LP SA
Afrikaans 2 820 643 683 410 606 225 340 490 161 876 309 867 1 502 940 289 446 140 185 6  855  082
English 1 149 049 362  502 37 842 78 782 1 337  606 120 041 1 603 464 124 646 78 692 4  892  623
IsiNdebele 15 238 14 854 6 023 10 008 111 657 43 988 380 494 403 678 104 283 1 090  223
IsiXhosa 1 403 233 5 092 152 60 187 201 145 340 832 190 601 796 841 48 993 20 275 8  154  258
IsiZulu 24 634 31 634 8 501 118 126 7 901 932 84 835 2 390 036 965 253 62 424 11 587  374
Sepedi 8 144 14 299 2 431 7 395 20 555 83 999 1 282 896 372 392 2 826 464 4  618  576
Sesotho 64 066 158 964 14 136 1 717 881 79  416 201 153 1 395 089 138 559 80 299 3  849  563
Setswana 24 534 12 607 373 086 140 228 52 229 2 191 230 1 094 599 71 713 107 021 4  067  248
SiSwati 3 208 2 020 648 2 246 8 347 12 091 136 550 1 106 588 25 346 1 297  046
Tshivenda 4 415 3 663 1 083 2 592 4 309 16 255 272  122 12 140 892 809 1 20 9  388
Xitsonga 9 152 3 092 1 201 8 039 8 936 127 146 796 511 416 746 906 325 2  277  148
Other 127 117 36 893 12 385 15 935 77  519 60 872 371 575 39 639 86 322 828  258
Total 5  675  604 6  458  325 1 127  683 2  675  777 10  153  789 3  457  004 12 075  861 3  998  726 5  33 8  675 50  961  443
Table 2.4: Home language by province (according to num bers of speakers 2011
GP K ZN EC W C LP M P N W FS NC SA
1 Zulu Zulu Xhosa Afrikaans Pedi Swati Tswana Sotho Afrikaans Zulu
2 English English Afrikaans Xhosa Tsonga Zulu Afrikaans Afrikaans Tswana Xhosa
3 Afrikaans Xhosa English English Venda Tsonga Xhosa Xhosa Xhosa Afrikaans
4 Sotho Afrikaans Sotho Sotho Afrikaans Ndebele Tsonga Tswana English English
5 Pedi/
Tswana
Ndebele Zulu Zulu/
Tswana
Ndebele Afrikaans English Zulu Zulu Pedi
Table 2.5: Top 5 Languages in each province (according to num ber of speakers) 2011
L anguage (first) B lack  A frican C oloured Indian or A sian W hite O ther South A frica
Afrikaans 1.5 75.8 4.6 60.8 15.2 13.5
English 2.9 20.8 86.1 35.9 29.5 9.6
IsiNdebele 2.6 0.2 0.8 0.2 2.1 2.1
IsiXhosa 20.1 0.6 0.4 0.3 1.9 16.0
IsiZulu 28.5 0.5 1.3 0.4 4.1 22.7
Sepedi 11.4 0.1 0.2 0.1 0.6 9.1
Sesotho 9.4 0.5 0.4 0.4 1.7 7.6
Setswana 9.9 0.9 0.4 0.4 2.4 8.0
SiSwati 3.2 0.1 0.1 0.1 0.5 2.5
Tshivenda 3.0 0.1 0.1 0.1 0.5 2.4
Xitsonga 5.6 0.0 0.2 0.1 3.9 4.5
Other 1.5 0.1 5.1 1.1 37.4 1.6
Total 100.0 100.0 100.0 100.0 100.0 100.0
Table 2.6: Population by first language and population group (according to percentage) 2011
Census in Brief 1996:
Accessed at: https://www.statssa.gov.za/census01/Census96/HTML/default.htm 
Census in Brief 2011:
http://www.statssa.gov.za/census/census_2011/census_products/Census_2011_Census_in_brief.pdf
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Appendix 3: Maps
Figure 3.1 Map of the Provincial Boundaries of the Republic of South Africa
Figure 3.1: M ap of the form er ‘Hom elands’ of South A frica
Figure 3.1: http://commons.wikimedia.Org/wiki/File:M ap_of_South_Africa_with_English_labels.sv 
g#mediaviewer/File: Map_of_South_Africa_with_English_labels.svg
Figure 3.2: https://en.wikipedia.org/wiki/Bantustan#/media/File:Bantustans_in_South_Africa.svg
161
Section 2: Questionnaire
The following two pages contain some questions that will help find out what you think about the 
language situation in South Africa, and find out about your everyday experiences. I would like to 
thank you for taking time and being willing to help me with this research as your perspective will 
be invaluable to finding out what high school scholars in South Africa think. Answer the following 
questions on the page.
Background Information:
1. Your gender:________________
2. Your grade:_________________
3. Your age:___________________
4. Your race group:____________
5. Your First (Home) Language:_____________________
6. Languages you study/have studied at school:______________________________________
7. Are you bilingual?:______ . Please explain you reasons for responding so:
Appendix 4: Pilot Questionnaire
8. What language(s) do you speak in the following settings:
a. With your immediate family:_____________________
b. With your extended family:______________________
c. With your friends at school:_____________________
d. With your friends outside o f school:______________
e. With teachers at schools:________________________
f. With shopkeepers:______________________________
g. With religious authority figures:__________________
h. With the police:________________________________
i. With government officials:_______________________
j. With service people (Waitrons, petrol attendants etc):
k. What magazines do you read?:___________________
l. What newspapers to you read?:___________________
m. What television shows do you watch?:____________
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Please complete the following survey. You MUST answer every question. Respond to each 
statement by placing a TICK in the box which reflects how you feel:
Strongly Agree SA
Agree A
Neither Agree Nor Disagree NN
Disagree D
Strongly Disagree SD
Note I have referred in places to Zulu in this questionnaire as it is the majority African language 
in KwaZulu-Natal, however, these statements apply to other African languages as well, and African 
languages in South Africa in general.
Statement SA A N N D SD
1. It is necessary in South Africa to be able to speak English and Zulu.
2. English is the only language one needs in everyday life.
3. Children get confused when learning English and Zulu.
4. Knowing an African language is essential for living in South Africa.
5. All schools in South Africa should teach pupils to communicate effectively 
in an African language like Zulu and in English.
6. All African language speakers must learn to speak English.
7. Young children learn to speak Zulu and English at the same time with ease.
8. Zulu cannot be developed to be used in Academics as it is inadequate.
9. Speaking two languages is not difficult.
10. English speakers do not need to learn African languages as they will not 
help them.
11. I sometimes feel excluded because of the language I speak.
12. English is the only language that should be used in tertiary education.
13. If  I have children, I would want them to speak both English and Zulu.
14. People only need to know one language.
15. Most people in South Africa can speak English.
16. Speaking an African Language makes you more South African.
17. I should not like Zulu to take over from English.
18. The Education system in South Africa is producing competent individuals.
19. People earn more money if they speak both Zulu and English.
20. English is the only language that can help you succeed in South Africa.
21. It is just as important to speak an African language in South Africa as it is to 
speak English.
22. I admire people who are fluently bilingual in Zulu and English.
23. Speaking only one language is normal.
24. I admire non-Zulu people who can speak Zulu.
25. Speaking both Zulu and English helps to get a job.
26. Speaking only English limits the amount o f people you can get to know.
27. People know more if they speak Zulu and English.
28. Everyone is happy with the language situation in South Africa.
29. It is beneficial to be able to talk to people in their own language.
30. I sometimes feel anxious when I cannot understand the language people are 
using around me.
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Section 2: Questionnaire
The following two pages contain some questions that will help find out what you think about the 
language situation in South Africa, and find out about your everyday experiences. I would like to 
thank you for taking time and being willing to help me with this research as your perspective will 
be invaluable to finding out what high school scholars in South Africa think. Answer the following 
questions on the page.
Background Information:
1. Your gender:________________
2. Your grade:_________________
3. Your date o f birth and age:___________________
4. Your race group:____________
5. Your First (Home) Language:_____________________
6. Languages you study/have studied at school:______________________________________
7. Are you bilingual?:______ . Please explain you reasons for responding so:
Appendix 5: Attitude Questionnaire
8. What language(s) do you speak in the following settings:
a. With your immediate family:_____________________
b. With your extended family:______________________
c. With your friends at school:_____________________
d. With your friends outside o f school:______________
e. With teachers at schools:________________________
f. With shopkeepers:______________________________
g. With religious authority figures:__________________
h. With the police:________________________________
i. With government officials:_______________________
j. With service people (Waitrons, petrol attendants etc):
k. What magazines do you read?:___________________
l. What newspapers to you read?:___________________
m. What television shows do you watch?:____________
Please complete the following survey. You MUST answer every question. Respond to each 
statement by placing a TICK in the box which reflects how you feel:
Strongly Agree SA
Agree A
Neither Agree Nor Disagree NN
Disagree D
Strongly Disagree SD
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Note I have referred in places to Zulu in this questionnaire as it is the majority African language 
in KwaZulu-Natal, however, these statements apply to other African languages as well, and African 
languages in South Africa in general.______________________________________________________
Statement SA A N N D SD
1. It is necessary in South Africa to be able to speak English and Zulu.
2. English is the only language one needs in everyday life.
3. Children get confused when learning two languages at the same time.
4. Knowing an African language is essential for living in South Africa.
5. All schools in South Africa should teach pupils to communicate effectively 
in an African language like Zulu and in English.
6. All African language speakers must learn to speak English.
7. Young children learn to speak Zulu and English at the same time with ease.
8. Zulu should not be developed to be used as a language to teach in.
9. Speaking two languages is not difficult.
10. English speakers do not need to learn African languages to function in SA.
11. I sometimes feel excluded because of the language I speak.
12. English is the only language that should be used in education.
13. If  I have children, I would want them to speak both English and Zulu.
14. Speaking only one language is fine in South Africa.
15. Most people in South Africa can speak English.
16. Speaking an African Language makes you more South African.
17. It is easier for Zulu people to learn to speak English fluently than for 
English people to learn to speak Zulu fluently.
18. The Education system in South Africa is producing competent individuals.
19. People earn more money if they speak both Zulu and English.
20. English is the only language that can help you succeed in South Africa.
21. It is just as important to speak an African language in South Africa as it is to 
speak English.
22. English is a language of unity and inclusion.
23. Speaking only one language is normal.
24. I admire non-Zulu people who can speak Zulu.
25. Speaking both Zulu and English helps to get a job.
26. Speaking only English limits the amount o f people you can get to know.
27. People know more if they speak Zulu and English.
28. I have no need to use Zulu in my day to day life
29. It is beneficial to be able to talk to people in their own language.
30. I sometimes feel anxious when I cannot understand the language people are 
using around me.
31. English speakers are separated from others because of their language.
32. Non-English speakers like using English to communicate in social settings.
33. I do not like it when I cannot respond to another person in their language.
34. I would be happy if Zulu was used more in place of English in public 
settings.
35. English is used to exclude people
36. I admire people who are fluently bilingual in Zulu and English.
37. Zulu speakers use the language to separate themselves.
38. All South Africans should be able to speak an African language.
39. More road signs and advertising should be in Zulu.
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Appendix 6: Samples of Answered Questionnaires
The follow ing pages (166 - 173) consist o f  scans o f  four sam ple questionnaires answ ered by 
participants in th is study.
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Section 2: Questionnaire
The following two pages contain some questions that will help find out whar you think abour the 
language situation in Sourh Africa, and find our about your everyday experiences. 1 would like to 
thank vou for taking time and being willing to help me with this research as your perspective will 
be invaluable to finding out what high school scholars in Sourh Africa think. Answer die 
following questions on the page.
background Information:
1,
2.
3.
T
5.
6. 
7.
S.
Your gender: ____
Your grade: iO  ________
Your date o f  birth and age: OQ>( (TX 
Your race group:
Your 1 first (Home) Language: <£oglAffi V\__________
Languages vou study/have studied at school: A4~r i If C CU° 5 CZlflCfSlo
Are you bilingual?: Please explain you reasons for responding so:
I ifrurv\ AfvtKocu^^ cU <=r_Uocf h o t _ j  cu^n m-h CO\±-Qd^nb^ 
m tC _________________________________________________ ______________________
Whar language(s) do vou speak in the following sortings:
With your immediate family: _____
With your extended family: £lncj U,cto______
With your friends at school: _______
a.
b.
c.
d.
h.
With your friends outside o f  school: S jacj (j. yL
With renchcrs ar schools: ________
With shopkeepers: fZApjU.S ______________
With religious authorin' figures: tA YH
With the police: fc/V^blS 'h
Wit It government officials: (jL AgUCS P\
With sendee people (Wnitrons, petrol attendants etc): ______
What magazines do vou read?: &.1v € pftg€^? YoU__________________
What newspapers to you read?: ( fU &j-C.bi'y
m. W hat television shows do  you watch?: Op rCuh } n l f t ,  >c Q-C C u r f a  you
iU j^ x  k  H tw ccxr> clas^cP  C i p $ ir
Please complete the following survey, You MUST answer every question. Respond to each 
statement by placing a TICK in the box which reflects how vou feel:
Strongly Agree SA
Agree A
Neither Agree Nor Disagree NN
Disagree D
Slrongiv Disagree SD
Note 1 have referred in places to Zulu in this questionnaire as it is the majority African language
in Kwa/.uIu'Nntal, however, these statements apply to other African languages as well, and
African languages in South Africa in general.
1
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Sta tem ent SA A N N ' D sn
1. Ir is necessary in South Africa to be able fo speak Knglish and Zulu. X
2. J mulish is rhe only language one needs in evervdav life. V'"
3. Children get confused when learning two languages at the same time. x ~
4. Knowing an African language is csscniial for living in South Africa. X
3. Ail schools in South Africa should reach pupils to communicate effectively 
in an African language like Zulu and in Knglish. X
6. All African language speakers must learn to speak Knglish.
7. Young children learn to speak Zulu and English at rhe same time with ease. X "
K, Zulu should nor he developed to be used as a language to teach in. x /
9. Speaking two languages is not difhculr. X
III. Knglish speakers do not need to learn African languages to funcrion in S.A. X
! i. ! sometimes fee! excluded because of the language I speak. v /
12. Knglish is the onlv language that should be used in education. X
13. If [ have children, 1 would want them to speak both Knglish and Zulu. X
14. Speaking onlv one language is fine in South Africa. X
15. Most people in South Africa can speak Knglish. X
" X16. Speaking an African Language makes vou more South African.
17. It is easier for Zulu people to learn to speak Knglish fluently than for 
Knglish people to learn to speak Zulu fluently. X
L3. The Kducarion system in South Africa is producing competent individuals.
19. People earn more money if they speak both Zulu and Knglish. X
20. luiglish is the only language that can help vou succeed in Sourh Africa. X
21. It is just as important to speak an African language in South Africa as ir is ro
Xspeak Knglish.
22, Knglish is a language of unity and inclusion. X
23. Speaking only one language is normal. X
24. I admire non-Zulu people who can speak Zulu. X
25. Speaking both Z.ulu and Knglish helps ro get a job. X
26. Speaking only Knglish limits the amount o f  people you can get ro know. X
27. People know more if they speak Zulu and Knglish. X
2K. 1 have no need ro use Zulu in mv day to day life X
29. Ir is beneficial to be able to talk to people in (heir own language. X
30. ! somerimes feel anxious when J cannot understand the language people are 
rising around me. y
51. Knglish speakers are separated from others because of rheir language.
32. NotvKnglish speakers like using Knglish to communicate in social settings. X
■>3. 1 do not like it when 1 cannot respond ro another person in rheir language. X "
34. Non-Knglish speakers like using Knglish ro communicare in social settings.
35. I would he happy il Zulu was used more in place o f Knglish in public 
settings. X
36. Knglish is used to exclude people X
37. 1 admire people who are fluently bilingual in Zulu and Knglish. X
3S. Zulu speakers use the language to separate themselves. V '
o9. All South Africans should he able to speak an African language. X
4U. More road signs and advertising should be in Zulu. ..j x
2
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The following two pages contain some rjucsrjons that will help find out what you think :ihout the 
language situation in South Africa, and find out ahour your everyday experiences. 1 would like ro 
thank vou lor raking time and being willing tc» help me with this research as your perspective will 
he invaluable to finding out what high school scholars til South Africa think. Answet (he 
following c-jucstions on the page.
Section 2: Questionnaire
Background lnfomvarion:
Y<nit gender: 
Your grade: _
Your date ol birth aiul aye: \ \  AocypyNv \c-vPVh  
Your race group: .ALcvcYto-Ci___
Your hirst (Monte) Language: V>r^.Q.vc\__________
Languages you srudv/have studied ar school:..
Are you bilingual?: f\ \ Q  . Please explain you reasons for responding so:
LOy'j. <-oVv2.\ A ‘^ p^oOc.
pyo.fVv\jj wgttj. Xtp
g.jrv r j  w 'Crv Ct>. C y  V  rN a  S ' .  cY,-? y
V»-A: Vr--a Qve.f
Whar
a.
b.
e.
d.
e.
anguagc(s) do you speak in rite following settings: 
With your immediate family:
With your extended family: _
With vour friends ar school:
With vour I riends outside o f school:
With teachers at schools: Ly\ cAA-sxn______
With shopkeepers: tL^ rvVk-cVs___________
With religious authority figures:
With the police: V^-yQ<>o_____________
With government officials:
o
With service people (Wairrons, petrol arrendanrs ere):
, 6 s .
What magazines do you read.'': Qoov ~~ L r u y S w  Icrjicu
What newspapers to you read?: qAaoS "  C^rvyA^Vt_____ ^_________
m. What television shows do \*t>ei watch?: VT'A.S l^ Q )C' ~ qy'Q, "IlA ca .
Please complete the following survey, You MUST answer every question. Respond ro each 
sraremenr by placittg a TH'.K in the box which re (leers how vou feel;
Strongly Agree S.\
Agree A
Neither Agree Nor Disagree NN
Disagree |)
Sinmglv Disagree SD
Note 1 have referred in places to Zulu in this tjuesrionnaire as it is rhe majority African language
in KwaZulu-Natal, however, these statements apply to other African languages as well, and
African languages in South Africa in general.
X
pVc<-ry
vA V
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Statem ent SA A N N i) SD
1. It is necessary in Smirh Africa rev be able to speak Knglish anti Zulu. y
y2. Knglish is (be onlv language one needs in evervtlav life.
.i. Children get confused when learning two languages at the same time. y
■4. Knowing an Alrican language is essential for living in Sou tit .Africa. y
5. All schools in South Africa should leach pupils ro communicate effectively 
in an African language like / ,ulu ami in l '.n^lish. y
6. All Alrican language speakers must learn m speak Knglish. v /
7. Vounn children learn lo speak Zulu and Knglish ai the same time with ease. y
y 7
—
S. Zulu should nor lie developed u> he used as a language to reach in.
9. Speaking two languages is not difficult. y
1(1. Knglish speakers do nor steed ro learn African languages ro function in SA. V # y
11.1 somerimes feel excluded because o f  the language 1 speak. _ y _
12. 1 mulish is rhe only language rliar should be used in education. y
id. If 1 have children, 1 would want them to speak both Knglish and Z.ulu. y
14. Speaking only one language is fine in South Africa.
" 7
y
15. iMosr people in South Africa can speak Knglish.
!6. Speaking an Alrican Language makes vou more South African. y
17. Ir is easier for Z.ulu people ro learn ro speak Knglish fluently than for 
Knglish people so learn to speak Z.ulu fluently. y
IS. The Hducation system in South Africa is producing competent individuals. y — —
19. People earn more money if they speak borh Z.ulu and Knglish. y
20. Knglish is the onlv language that can help you succeed in Sourh Africa. y
21. It is just as important to speak ail Alrican language in South Africa as it is lo 
speak Knglish. z
— —
22. Knglish is a language o f unity and inclusion. y
23. Speaking onlv one language is normal. y
24. 1 admire non Z.ulu people who can speak Z.ulu. y
25. Speaking both Z.ulu and Knglish helps to gel a job. y
26. Speaking onlv Knglish limits the ainounr o f  people you can gel to know. vZ
27. People know more if’they speak Z.ulu and Knglish. y
2S. 1 have no need to use Z.ulu in my dnv to dnv life y
29. It is beneficial to be able to talk to people in rheir own language. y
3(1. | sometimes feel anxious when 1 cannot undersrand the language people are 
using around me.
3i. knglish speakers are separated from others because o f their language.
—
x /
y
—
32. Non Knglish speakers like using knglish to communicate in social settings. y —
33. 1 do nor like ir when 1 cannor respond to another person in their language. y
34. N on-1 ■.nglish speakers like using Knglish ro communicate in social settings.
35. ! would lie happy tl Z.ulu was used more in place o f Knglish in public 
ser tings. y
3f>. Knglish is used to exclude people y
37. 1 admire people who are fluemlv bilingual in Z.ulu and Knglish. y
3S. Zulu speakers use the language to separate themselves. y
39. All South Africans should be able ro speak an African language. y
-in. More mad signs and advertising should be in Zulu. y
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The following two pages contain some questions that will help find out what you think about the 
language situation in South Africa, and find out about your everyday experiences. I would like to 
rhank you for taking time and being willing to help me with this research ns your perspective will 
be invaluable ro finding out what high school scholars in South Africa think. Answer the 
following questions on the page.
Section 2: Questionnaire
background Information:
Your gender: *Y)(,(!&. 
Your grade: //
Your date o f  birth and age: /. /ot /? t, 17
Your race group: wh/tr______
Your h’irsr (Home) Language: jf/xthih
amgunges vou study/have studied at school: A-frilcnnnc
Are you-bilingual?: )Jo Please explain you reasons for responding so:
cant *}j?eai any othrr Uu^nn^r- yn^h’fiy__ —h/C.
hxjLi h-----------------------------------------------------------------_------— — —------- -
«S. What languagc(s) do you speak in the following settings:
a. With your immediate family: _____________________________
b.
c.
d.
e.
f.
/Tl^ Ia  k.With your extended family: _
With your friends at school:
With your friends outside o f school: /> ch
With teachers ar schools:
J^\Cj li s i t
With shopkeepers: PirJ.si}
ZncjLrl.
. T  . ,
With religious authority figures: t  \ h
h. With the police:
With government officials: Enrjj,\}'/
With sendee people (Wnirrons, petrol attendants etc): hrxX f,)j 
What magazines do vent read?: hir.jl,\h
1. Whar newspapers to you read?: £dr.I, iJ)
m, Whar television shows do vou watch?: L i /?
Please complete rhe following survey, You MUS'P answer every question. Respond to each 
statement by placing a TICK in rhe box which reflects how you feel:
Strongly Agree SA
Agree A
Neither Agree Nor Disagree NN
Disagree D
Strongly Disagree SD
Note 1 have referred in places to Zulu in this questionnaire as it is the majority African language
in KwaZulu-Natal, however, these statements apply ro other African languages as well, and
African languages in South Africa in general.
1
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S ta tem ent SA A N N D SD
1. It is necessary in South Africa to be able to speak English and Zulu. x /
2. English is the onlv language one needs in everyday life. /
3. Children get confused when learning two languages at the same dme. /
4. Knowing an African language is essential for living in South Africa. aC
5. All schools in South Africa should teach pupils to communicate effectively 
in an African language like Zulu and in English. / §
6. All African language speakers must learn to speak English. _ y
7. Young children learn to speak Zulu and English at the same time with ease. y
8. Zulu should not be developed to be used ns a language to teach in. y
9. Speaking two languages is not difficult. y
10. English speakers do nor need to learn African languages to function in SA. /
11. 1 sometimes feel excluded because o f the language I speak.
12. English is the only language that should be used in education. /
13. If 1 have children, 1 would want them to speak both English and Zulu, y
14. Speaking only one language is fme in South Africa. yf
15. Most people in South Africa can speak English. y
16. Speaking an African Language makes you more South African. y
17. Ir is easier for Zulu people to learn to speak English fluendy than for j ISngLish people to learn to speak Zulu fluently. y
18. The Education system in South Africa is producing competent individuals.
19. People earn more money if they speak both Zulu and English. y
20. Knglish is the only language that can help you succeed in South Africa. ■y
21. It is just as important to speak an African language in South Africa as it is to 
speak English. /
22. English is a language of unit)' and inclusion. , /
23. Speaking only one language is normal. y
24. I admire non-Zulu people who can speak Zulu, y
25. Speaking both Zulu and English helps to get a job. y
26. Speaking only English limirs the amount o f  people you can get to know. y
27. People know more if they speak Zulu and English. y
28. 1 have no need to use Zulu in my day to day life y
29. It is beneficial to be able ro talk to people in their own language. y
3l). i sometimes led anxious when 1 cannot understand rhe language people arc 
using around me. y
31. English speakers arc separated from others because o f their language. vA
32. Non-English speakers like using English to communicate in social settings. y "
33. I do not like it when J cannot respond to another person In their language. v /
34. I would be happy if Zulu was used more in place o f English in public 
settings.
35. Knglish is used to exclude people
36. I admire people who arc fluendy bilingual in Z,ulu and English.
37. Zulu speakers use rhe language ro separate themselves.
38. All Sourh Africans should be able ro speak an African language.
39. More road signs and advertising should be in Zulu.
2
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The following two pages contain some questions that will help find out what you think about the 
language situation in Sourh Africa, and find out about your everyday experiences. 1 would like to 
thank vou for raking rime and being willing to help me with this research as your perspective will 
be invaluable to finding out whar high school scholars in South Africa think. Answer the 
following questions on the page.
Section 2: Questionnaire
background Information:
Your gender: 
Your made: 10
Your dale o f  birth and age: IS 
Your race group: )AtWo
Your hirst (Home) Language:
Languages you srudy/have studied at school:
Are you bilingual?: AIo . Please explain you reasons for responding so: 
Jr- Ohkj .___________________________________________
S. What language(s) do you speak in rhe following settings: 
With vour immediate family: )i^____________
With your extended family: £wj ibH
With your friends at school: £~hfjlbh
With youi' friends outside of school: 
With teachers at schools: '
With shopkeepers:_____
With religious authority figures: 
With the police:____________
i. With government officials:
With service people (Wnitrons, petrol attendants etc): 
Whar magazines do you read?: E
1. What newspapers to you rend?: .
Whar television shows do you watch?: OutcV, l \ ( ^  VlLj
Please complete the following survey, You MUS T answer every question. Respond to each 
statement by placing a TICK in the box which reflects how you feel:
Si rung!y Agree SA
Agree A
Neither Agree Nor Disagree NN
Disagree D
Slrnngly Disagree SD
Note I have ret erred in places to Xulu in this questionnaire as it is the majority African language
in Kwa/.ulu-Natai, however, these statements apply ro other African languages as well, and
African languages in South Africa in general.
1
S ta tem ent SA j
v
A NN D SD
1. It is necessary in South Africa to be able to speak English and Zulu. - f -
2. English is the onlv language one needs in everyday life. 7 - J -
3. Children get confused when learning two languages at the same time. L J
4. Knowing an African language is essential for living in South Africa. ■J
5. AU schools in South Africa should teach pupils to communicate effectively 
in an African language like Zulu and in English.
/
'— f.
6, All African language speakers must learn to speak English. __ /
7. Young children learn to speak Zulu and English at the same time with ease. 7 __ z
8. ‘Zulu should not be developed to be used as a language to teach in. J ____/
9. SpeaIcing rwo languages is not difficult. V L
10. English speakers do not need to learn African languages to function in SA. 7
11.1 sometimes fee! excluded because o f the language I speak. / 7
12. English is the only language that should be used in educadon. / 7
13. If 1 have children, 1 would want them to speak both English anc! Zulu. 7
34. Speaking only one language is fine in South Africa. 4 /
15. Most people in South Africa can speak English. ■j /
Ki. Speaking an African Language makes you marc South African.
17. it is easier for Zulu people to learn to speak English fluendy than for 
English people to learn to speak Zulu fluently. /
18. The Educadon system in South Africa is producing competent individuals. 7 T
19. People earn more money if they speak both Zulu and English. y
20. English is the only language that can help you succeed in South Africa.
21. It is just as important to speak an African language in South Africa as it is to 
speak English. 7 /
22. Knglish is a language o f  unity' and inclusion. ! j
23, Speaking only one language is normal. 7 \
24. 1 admire non-Zulu people who can speak Zulu, 7
25. Speaking both Zulu and English helps ro get a job. ■7
26. Speaking only English limits the amount o f  people you can get to know. y
27. 35coplc know more if they speak Zulu and English.
2:3. 1 have no need to use Zulu in my day to day life < 7
29. It is beneficial to be able to talk to people in their own language. ✓
30. I sometimes feel anxious when 1 cannot understand the language people are 
using around me. y
f
31. English speakers are separated from others because o f  their language. / 7
32. Non-English speakers like using English ro communicate in social settings. 7
33, 1 do not like it when 1 cannot respond to another person in their language. ~ v
34. I would be happy if Zulu was used more in place o f English in public 
settings. y
/-----
/
35, English is used ro exclude people ~ 7
36. I admire people who are fluently bilingual in Zulu and English. y , 7 ~
37. Zulu speakers use the language ro separate themselves. 7 /
33. All South Africans should be able to speak an .African language. 7
39. More road signs and advertising should be in Zulu. 7
2
173
Appendix 7: Chapter 1, Section 6, of the 1996 Constitution of
South Africa
STATUTES OF THE REPUBLIC OF SOUTH AFRICA—CONSTITUTIONAL LAW
Constitution of the Republic ofSouth Africa Act,
SS. 4—8 No. 108 of 1996 SS. 4-8
4. National anthem.—The national anthem of the Republic is determined by the President by 
proclamation.
5. National flag.—The national flag of the Republic is black, gold, green, white, red and blue, 
as described and sketched in Schedule 1.
6. Languages.—(l) The official languages of the Republic are Sepedi, Sesotho, Setswana, 
siSwati, Tshivenda, Xitsonga, Afrikaans, English, isiNdebele, isiXhosa and isiZulu.
(2) Recognising the historically diminished use and status of the indigenous 
languages of our people, the state must take practical and positive measures to elevate the status and 
advance the use of these languages.
(3) (a) The national government and provincial governments may use any particular 
official languages for the purposes of government, taking into account usage, practicality. expense, 
regional circumstances and the balance of the needs and preferences of the population as a whole or 
in the provirce concerned; but the national government and each provincial government must use at 
least lwo official languages.
(b) Municipalities must take into account the language usage and preferences of their
residents.
(4) The national government and provincial governments, by legislative and other 
measures, must regulate and monitor their use of official languages. Without detracting from the 
provisions of subsection (2), all official languages must enjoy parity of esteem and must be treated 
equitably.
(5) A Pan South African Language Board established by national legislation must__
(a) promote, and create conditions for, the development and use of— (i) all 
official languages;
(ii) the Khoi, Nama and San languages; and
(iii) sign language; and
(b) promote and ensure respect for—
(i) all languages commonly used by communities in South Africa, including
German, Greek, Gujarati, Hindi, Portuguese, Tamil, Telegu and Urdu; and
(ii) Arabic, Hebrew, Sanskrit and other languages used for religious purposes in 
South Africa.
CHAPTER 2
BILL OF RIGHTS
7. Rights.—(l) This Bill of Rights is a cornerstone of democracy in South Africa. It enshrines 
the rights of all people in our country and affirms the democratic values of human dignity, equality 
and freedom.
(2) The state must respect, protect, promote and fulfil the rights in the Bill of Rights.
(3) The rights in the Bill of Rights are subject to the limitations contained or referred 
to in section 36, or elsewhere in the Bill.
8. Application. —(l) The Bill of Rights applies to all law, and binds the legislature, the 
executive, the judiciary and all organs of state.
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Appendix 8: Questionnaire Responses Indicating Familial Use of LOTE
Participant Number
Variables
Language
Gender Race
1 35 F W Italian
2 63 F W A frikaans
3 70 F W A frikaans
4 91 F I Tam il
5 92 F I Hindi
6 94 F I A rabic
7 96 F I Tam il
8 108 M W French
9 116 M I A rabic
10 131 M I U rdu/G ujarati
11 132 M I Hindi
12 139 M I Tam il
13 140 M I A rabic
14 142 M I Hindi
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Appendix 9: Tables of results for Section 4.2: Tables 9.1-9.8
'Yes' response to the question, 'Are you bilingual?'
Participant no Race Reason given for 'Yes' response
Female (11) I= 3 W=8
1 W We have had the opportunity to study more than one language
3 W I can speak more than one language...
13 W Do speak Afrikaans occasionally
16 W Not fluent in any language but English, but have basic communication skills
21 W I can carry a conversation in Afrikaans and I understand mostly everything when the 
language is spoken to me
34 W I speak English and Afrikaans
40 W
(Y/N)
I converse in English but can’t properly converse in Afrikaans although I know a lot of 
vocabulary and can pick up on what people are saying
46 W I know a little bit of Afrikaans but I can’t speak fluently
91 I Learn other languages and learnt to dialect in them
92 I Although not fluently. I am able to understand the languages mentioned
96 I I can understand the language and can speak short phrases (Tamil)
Male (15) I=12 W=3
103 W I have the ability to speak both Afrikaans and English
108 W My dad’s parents are French and mother’s father is Italian
111 I I can speak 2 language fluently and communicate a bit in others
117 I I speak both Afrikaans and English fluently
118 I I speak a bit of Zulu
121 I I speak English and Afrikaans. I am not fully fluent in Afrikaans
129 I I speak English and I personally feel that I would be able to communicate at a basic 
level in Afrikaans
130 I I have learnt Afrikaans in school and can have a basic conversation in it. I have also 
learnt Zulu
131 I Compulsary (sic) school subjects
132 I I can speak proper English and a bit of Hindi
136 W I can speak Afrikaans and English and have done limited study on Spanish
139 I I can speak Afrikaans and Tamil conversationally
140 I I can speak English and Afrikaans
142 I I can speak a little bit of Hindi as well as English
143 I At our school, it is compulsory to do English and isiZulu or Afrikaans. I prefer isiZulu 
more because I find it more fun.
Table 9.1: Reason for 'Yes' responses to self-reporting of bilingual status
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Appendix 9 continued
Fem ale 'No' response to the question, 'A re you bilingual?'
P artic ipan t
no
Race Reason given for 'No' response
Fem ale (31) Indian (I)=6 W hite (W)=25
4 W I have learnt Afrikaans but unfortunately do not excel in it and can therefore not string 
proper sentences together
7 W I am not fluent in any language besides English
8 W Although I can understand conversational Afrikaans, if I want to communicate I have to 
speak English
17 W I am not good with languages and can’t make sentences with the vocab I have
18 W I am not fluent in any language aside from English
27 W I am not fluent in any other language
28 W I learn Afrikaans at school but I am not confident in it
30 I I learn Afrikaans at school now, but don’t speak it elsewhere
31 W Because I don’t have a gift for languages and find them hard to learn
35 W Can only speak English, can speak some Italian but not fluently
36 W I am not fluent in any other language besides English as I find it very difficult to learn 
them, although I would love to
37 W I can speak English really well but I can’t communicate with any other language but I 
understand Afrikaans
38 W I don’t speak anything but English and am not good at Afrikaans, barely passing
43 W I can talk a bit of Afrikaans and understand but I always have been spoken to in English 
so I don’t have anyone to converse with
44 W I have only ever been able to speak fluently in English even though I take Afrikaans as a 
subject
45 W Although I learn other languages, I am not a language person and do not do well in them
47 W Although I study Afrikaans as a 2nd language I cannot speak it
60 I My whole family speak English even the extended side, my father used to communicate 
to granny in Hindi but has forgotten the language
61 W I only do Afrikaans in school in Afrikaans. I speak English everywhere else
62 I There has never been a need for me to be fluent in another language
63 W I have learnt to speak Afrikaans, my mom’s family is Afrikaans, My stepdads mom is 
French and learnt it at school but dropped it.
64 W I don’t seem to grip other languages, and also because I am dyslexic (sorry about the 
spelling) and even when I try learn I battle.
65 I I have a general understanding of Afrikaans, Portuguese and Italian I don’t speak the 
languages fluently
66 W Struggle to learn languages, not a huge need when learning is taken place in the 
beginning (youth ages)
68 W Both my parents are English-speaking and have been born and raised in South Africa
69 W I only speak English, most of the languages I know, I am only able to say a phew 
phrases in
70 W I don’t respond well to languages and takes time for me to figure out what people are 
saying -  other languages
71 W I find it really hard to speak Afrikaans or understand it
94 I Not fluent
97 I Not fluent in languages other than English
98 W I am confident in only English. I can speak conversational Zulu (hello/goodbye) and can 
understand Afrikaans fairly well.
Table 9.2a: Reason for 'No' responses to female self-reporting of bilingual status
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Appendix 9 continued
M ale 'No' response to the question, 'A re you bilingual?'
P artic ipan t
no
Race Reason
M ale (29) Indian (I)=7 W hite (W)=22
101 W I can’t speak any other language properly except for English
102 W
104 W
106 W Parents only speak English to me
107 W I cannot speak more than one language fluently
109 W
110 W I get 57% for Afrikaans, so clearly can’t speak the language
112 W I'm not fluent in another language besides my first
113 W Can’t speak a word of Afrikaans
114 W
115 W
116 I I can only speak 1 language
119 W I am only fluent in English
120 W
127 W I only speak English fluently
128 I I can only speak English fluently
133 I I can only speak English
134 I I can only speak English fluently (underlin ing  theirs)
135 I I can speak a bit of other languages, but not fluently. I can only really speak English 
properly
137 W I can’t speak more than one language fluently
138 W I am studying Afrikaans but can’t speak it
147 I I only speak English
148 I I cannot speak my other language(s) fluently
151 W Whilst I study Afrikaans and know a few words in other, I cannot speak them fluently
152 W I can only speak English fluently
153 W I cannot speak two language fluently
154 W
156 W I cannot speak any other language well other than English
157 I
Table 9.2b: Reason for 'No' responses to male self-reporting of bilingual status
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Appendix 9 continued
Item Independent
variable
P value
2. English is the only language one needs in everyday life. Gender .000
4. Knowing an African language is essential for living in South Africa. Gender .000
5. All schools in South Africa should teach pupils to communicate effectively 
in an African language like Zulu and in English.
Gender .006
Race .041
7. Young children learn to speak Zulu and English at the same time with ease. Gender .003
Race .013
10. English speakers do not need to learn African languages to function in SA. Gender .005
12. English is the only language that should be used in education. Gender .015
14. Speaking only one language is fine in South Africa. Gender .006
Race .019
16. Speaking an African Language makes you more South African. Gender .018
18. The Education system in South Africa is producing competent 
individuals.
Gender .048
19. People earn more money if they speak both Zulu and English. Gender .001
21. It is just as important to speak an African language in South Africa as it is 
to speak English.
Gender .019
23. Speaking only one language is normal. Gender .045
28. I have no need to use Zulu in my day to day life Gender .028
30. I sometimes feel anxious when I cannot understand the language people are 
using around me.
Gender .041
32. Non-English speakers like using English to communicate in social settings. Gender .015
33. I do not like it when I cannot respond to another person in their language. Gender .003
35. I would be happy if Zulu was used more in place of English in public 
settings.
Gender .005
39. All South Africans should be able to speak an African language Gender .028
Table 9.3: All questions with p values < .05 for both race and gender
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Appendix 9 continued
Q uestionnaire Item  ('Q uestion') Positive Neutral Negative
2. English is the only language one needs in everyday life. 7/25 22/7 23/12
4. Knowing an African language is essential for living in South Africa. 25/13 15/3 11/28
5. All schools in South Africa should teach pupils to communicate 
effectively in an African language like Zulu and in English.
37/16 7/14 8/14
7. Young children learn to speak Zulu and English at the same time with 
ease.
25/21 16/6 11/16
10. English speakers do not need to learn African languages to function in 
SA.
14/28 14/6 24/10
12. English is the only language that should be used in education. 6/14 15/6 31/19
14. Speaking only one language is fine in South Africa. 15/28 11/5 26/10
16. Speaking an African Language makes you more South African. 7/7 14/4 31 /33
18. The Education system in South Africa is producing competent 
individuals.
10/19 29/14 13/10
19. People earn more money if they speak both Zulu and English. 20/9 19/12 13/23
21. It is just as important to speak an African language in South Africa as 
it is to speak English.
27/19 16/5 9/19
23. Speaking only one language is normal. 31/33 13/4 9/7
28. I have no need to use Zulu in my day to day life 19/30 13/4 20/10
30. I sometimes feel anxious when I cannot understand the language 
people are using around me.
41/26 5/5 6/13
32. Non-English speakers like using English to communicate in social 
settings. (MLM)
32/25 15/10 5/9
33. I do not like it when I cannot respond to another person in their 
language.
44/22 4/10 3/12
35. I would be happy if Zulu was used more in place of English in public 
settings.
5/3 19/3 28/38
Table 9.4: Items reflecting significance for gender
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Appendix 9 continued
The last 5 colum ns in  th is table (table 7.5) contain this frequency inform ation (indicating ho w  w hat 
percentage o f  the participants selected  each o f  the 5 answ ers for that question). The second colum n on 
the table indicates w hether the overall response to that question seem s reflects an adherence to a 
m onolingual m indset (Y ), a rejection o f  a m onolingual m indset (N) or a lack o f  consensus (NC)
Item
MLM
Y/NC/N
SA
(%)
A
(%)
NN
(%)
D
(%)
SD
(%)
2. English is the only language one needs in everyday life. NC 9 23 29 29 6
3. Children get confused when learning two languages at the same time NC 6 25 27 29 8
4. Knowing an African language is essential for living in South Africa. NC 9 29 18 29 10
6. All African language speakers must learn to speak English. Y 30 43 11 9 3
7. Young children learn to speak Zulu and English at the same time with 
ease.
N 11 35 22 19 8
8. Zulu should not be developed to be used as a language to teach in. NC 10 24 23 29 10
9. Speaking two languages is not difficult. NC 10 26 22 27 11
10. English speakers do not need to learn African languages to function in 
SA.
Y 14 28 10 27 7
11. I sometimes feel excluded because of the language I speak. Y 8 23 11 27 27
12. English is the only language that should be used in education. N 9 11 21 40 13
13. If I have children, I would want them to speak both English and Zulu. N 20 31 17 21 6
14. Speaking only one language is fine in South Africa. Y 9 34 16 27 9
15. Most people in South Africa can speak English. Y 20 43 14 16 3
17. It is easier for Zulu people to learn to speak English fluently than for 
English people to learn to speak Zulu fluently. (3) NC 15 27 22 13 19
19. People earn more money if they speak both Zulu and English. NN 6 23 31 23 13
20. English is the only language that can help you succeed in South Africa. N 3 7 27 46 13
21. It is just as important to speak an African language in South Africa as 
it is to speak English. N 9 37 21 20 8
22. English is a language of unity and inclusion. Y 12 34 38 9 3
23. Speaking only one language is normal. Y 22 42 16 14 2
24. I admire non-Zulu people who can speak Zulu. Y 42 46 4 2
25. Speaking both Zulu and English helps to get a job. N 22 40 20 13 1
26. Speaking only English limits the amount of people you can get to 
know.
N 14 45 10 21 6
27. People know more if they speak Zulu and English. Y 5 23 24 34 9
28. I have no need to use Zulu in my day to day life. Y 17 32 17 21 9
29. It is beneficial to be able to talk to people in their own language. N 43 48 4 1 0
30. I sometimes feel anxious when I cannot understand the language 
people are using around me. Y 24 43 10 17 2
31. English speakers are separated from others because of their language. NC 5 22 25 33 11
33. I do not like it when I cannot respond to another person in their 
language
N 22 44 14 12 3
32. Non-English speakers like using English to communicate in social 
settings.
Y 9 48 25 12 2
35. I would be happy if Zulu was used more in place of English in public 
settings.
N 2 6 22 39 27
36. English is used to exclude people Y 0 1 12 34 49
37. I admire people who are fluently bilingual in Zulu and English. Y 44 42 6 2 1
38. Zulu speakers use the language to separate themselves. NC 15 23 25 27 6
Table 9.5: Frequencies of all 38 items in the A ttitude Questionnaire
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Appendix 9 continued
Item MLM
Y/NC/N
SA
(%)
A
(%)
N
(%)
D
(%)
SD
(5)
6. All African language speakers must learn to speak English. Y 30 43 11 9 373 12
10. English speakers do not need to learn African languages to 
function in SA. Y
14 28 10 27 742 34
11. I sometimes feel excluded because of the language I speak. Y 8 23 11 27 2731 54
14. Speaking only one language is fine in South Africa. Y 9 34 16 27 943 36
15. Most people in South Africa can speak English. Y 20 43 14 16 363 19
17. It is easier for Zulu people to learn to speak English fluently 
than for English people to learn to speak Zulu fluently. NC
15 27 22 13 1942 32
23. Speaking only one language is normal. Y 22 42 16 14 264 16
24. I admire non-Zulu people who can speak Zulu. Y 42 46 4 0 288 2
27. People know more if they speak Zulu and English. Y 5 23 24 34 928 43
28. I have no need to use Zulu in my day to day life Y 17 32 17 21 949 30
30. I sometimes feel anxious when I cannot understand the 
language people are using around me. Y
24 43 10 17 267 19
31. English speakers are separated from others because of their 
language. NC
5 22 25 33 1127 44
32. Non-English speakers like using English to communicate in 
social settings. Y
9 48 25 12 257 14
36. English is used to exclude people Y 0 1 12 34 491 83
37. I admire people who are fluently bilingual in Zulu and 
English. Y
44 42 6 2 186 3
Table 9.6: Frequencies of items relating to monolingualism and plurilingualism  th a t reflect a
m onolingual m indset
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Item MLM
Y/NC/N
SA
(%)
A
(%)
N
(%)
D
(%)
SD
(%)
2. English is the only language one needs in everyday life. NC 9 23 29 29 632 35
3. Children get confused when learning two languages at the 
same time NC (N)
6 25 27 29 831 37
4. Knowing an African language is essential for living in 
South Africa. NC
9 29 18 29 1038 39
7. Young children learn to speak Zulu and English at 
the same time with ease. N
11 35 22 19 846 27
8. Zulu should not be developed to be used as a 
language to teach in. NC (N)
10 24 23 29 1034 39
9. Speaking two languages is not difficult. NC 10 26 22 27 1136 38
12. English is the only language that should be used in 
education. N
9 11 21 40 1320 53
13. If I have children, I would want them to speak both 
English and Zulu N
20 31 17 21 651 27
19. People earn more money if they speak both Zulu and 
English. N
6 23 31 23 1329 36
20. English is the only language that can help you 
succeed in South Africa. N
3 7 27 46 1310 59
21. It is just as important to speak an African language in 
South Africa as it is to speak English. N
9 37 21 20 846 28
25. Speaking both Zulu and English helps to get a job. N 22 40 20 13 162 14
26. Speaking only English limits the amount of people 
you can get to know. N
14 45 10 21 659 27
29. It is beneficial to be able to talk to people in their 
own language. N
43 48 4 1 095 1
33. I do not like it when I cannot respond to another 
person in their language. N
22 44 14 12 366 15
38. Zulu speakers use the language to separate themselves. NC 15 23 25 27 638 33
39. All South Africans should be able to speak an African 
language. NC
11 23 30 23 834 31
Table 9.7: Frequencies of items relating to monolingualism  and plurilingualism  th a t reflect a lack of a
m onolingual m indset
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Item M LMY/NC/N SA A N D SD
English
2. English is the only language one needs in everyday life. NC 9 23 29 29 632 35
6. All African language speakers must learn to speak English. Y 30 43 11 9 373 12
12. English is the only language that should be used in education. N 9 11 21 40 1320 53
20. English is the only language that can help you succeed in South 
Africa. N
3 7 27 46 13
10 59
22. English is a language of unity and inclusion. Y 12 34 38 9 346 12
31. English speakers are separated from others because of their 
language. Y
5 22 25 33 11
27 44
36. English is used to exclude people Y
0 1 12 34 49
1 83
Zulu/A L -  Zulu/AL
1. It is necessary in South Africa to be able to speak English and Zulu. Y 11 34 18 27 645 33
4. Knowing an African language is essential for living in South Africa. NC 9 29 18 29 1038 39
5. All schools in South Africa should teach pupils to communicate 
effectively in an African language like Zulu and in English. N
15 38 21 18 4
53 22
8. Zulu should not be developed to be used as a language to teach in. NC 10 24 23 29 1034 39
13. If I have children, I would want them to speak both English and 
Zulu. N
20 31 17 21 6
51 27
16. Speaking an African Language makes you more South African. Y 3 11 18 30 3414 64
21. It is just as important to speak an African language in South Africa 
as it is to speak English. N
9 37 21 20 8
46 28
28. I have no need to use Zulu in my day to day life Y 17 32 17 21 949 30
35. I would be happy if Zulu was used more in place of English in 
public settings. N
2 6 22 39 27
8 66
38. Zulu speakers use the language to separate themselves. NC 15 23 25 27 648 33
39. All South Africans should be able to speak an African language. NC
11 23 30 23 8
34 31
Table 9.8: Items relating to English and A frican languages (Zulu in particu lar)
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Appendix 10: Transcription Conventions
() brief pause, often when correcting something said
(.) longer pause
(..) substantial pause
I: Interviewer
P: Participant
Interruption (usually at a pause in either the Interviewer or Participants’ utterance)
(Italics) Non-verbal actions, expressions, laughter, or words that were indecipherable from the 
audio recording
‘cause Often pronounces abbreviation of ‘because’
School A Girls’ Schools
School B Girls’ Schools
School X Any Primary school named by a participant
X The name of any organisation mentioned by a participant that might be identifying 
[00:08:12.06] Interview time. Used when there is an interruption to the interview
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Appendix 11: Final Edited Stimulus Article Used in Interviews 
Masincokole: Talk to me! Russell H Kaschula.
The m inister o f  h igher education and training, B lade N zim ande, recently called  for all South A frican 
university  graduates to learn at least one A frican language. This really is one o f  the few  initiatives w here our 
nation 's idea  o f  "social cohesion" could  becom e a reality.
It does no t take a com m unist to see that R ussia  and C hina fuel their econom ies in languages other than 
English. There are only a few  countries in A frica in w hich E nglish  has effectively reached  the m asses as a 
language o f  learning and teaching, let alone com m unication and integration.
E nglish  rem ains a language o f  the elite, forbidding people from  access to the first econom y -- as erstw hile 
president Thabo M beki referred  to it -- and relegating them  to the second and, dare I  suggest, th ird  econom y 
in w hich people have absolutely no know ledge o f  English.
W ith the exception o f  A frican languages such as K isw ahili, A rabic and A frikaans (the th ird-biggest language 
in South A frica), the lack o f  use o f  A frican languages in  h igh-status dom ains rem ains a reality. A frikaans is 
an exam ple o f  a young A frican language that has been in tellectualised  and can be used as a m odel for the 
developm ent o f  other A frican languages.
There is a strong link betw een Julius M alem a's recent assertion to the Jew ish com m unity that the poor are 
com ing to get "us" G addafi-style and ho w  we use language to include and exclude people in this country. 
Today it is language that serves as a barrier to econom ic m obility, requiring us to th ink  about ho w  we can 
use language to transform  class relations.
L anguage is crucial in  creating understanding and linkages betw een the rich and poor. As N elson M andela 
once observed: "[I]f you  talk  to  [a m an] in  his language, that goes to his heart."
A sk y o u rse lf th is question: in w hat language do I dream ? In  m y m other tongue, o f  course. N ow  ask y o u rse lf 
w hat w ould  be the significance o f  the answ er to th is um buzo (question)? Y ou  th ink  best in a language that 
y ou  know  best. Y ou  should be taught in a language that you  understand, allow ing for cognition to take place 
easily. This is one side o f  the coin that we still m iss in  South Africa. W e need  to  teach in A frican languages 
and teach  effective E nglish  as a subject. It is no t a question o f  choosing E nglish  only. N ot only should yo u  be 
taught in your dream  language but you  should also take the initiative to learn o ther languages. L inguistic 
activists have been saying th is for years.
In  the process the m ind is b roadened and the barriers betw een linguistic and cultural groups are broken 
down. Y ou step into the cultural and linguistic space o f  another hum an friend. Language is w hat drives 
culture and form s its central underpinnings: w ho are w e and who am  I i f  I rem ain  m y singular, m onolingual, 
(un)com fortable self?
N ow , w hat do w e do in South A frica? W e insist that the m ajority o f  our students are educated in a language 
that they often do not understand well. The result: g lobal-language idiots are w hat w e have becom e! W e 
don't teach A frican languages or E nglish  w ith  any m easure o f  com petency. Furtherm ore, w e insist that those 
w ho w ere priv ileged under apartheid rem ain priv ileged today -- in o ther w ords, it is those who speak English 
and, to  som e extent, A frikaans who are allow ed to be taught in  their m other tongues. W hat gives them  this 
right?
They are also no t required  to learn another A frican language. This ju st does no t m ake sense in a country in 
w hich professional services are largely delivered in English, even though arguably no t even 40%  o f  the 
population  is functionally  literate in  th is non-indigenous, ex-colonial language. In a country w here w e rem ain 
obsessed w ith  race, m ultilingualism  will go a long w ay tow ards creating a m easure o f  social cohesion. C an 
y ou  im agine i f  all South A fricans w ere fluent in English, A frikaans, an N guni language and a Sotho 
language? W e w ould  all be better citizens.
Russell H Kaschula is professor and head of African language studies at Rhodes University's school of 
languages. Source: Mail & Guardian Online
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L earner In terv iew  Q uestions
W here you  from ? Parents? Previous schools? W hat do you  w ant to be? Ideas o f  w here you  w ant 
to  study?
1. F irst th ings first do you  th ink  the article has a poin t/w hat do you  th ink  is the gist o f  the 
article.
2. A re there any parts o f  that article that m ake you  feel uncom fortable?
3. D o you  th ink  E nglish  is used to exclude people?
“E nglish  rem ains a language o f  the elite, forbidding people from  access to the first 
econom y and progress and relegating them  to the second or even th ird  econom y in w hich 
people have absolutely no know ledge o f  E nglish” “There is a strong link betw een Julius 
M alem a's assertion that the poor are com ing to  get "us" G addafi-style and ho w  we use 
language to include and exclude people in th is country. T oday  it is language that serves as 
a barrier to econom ic m obility, requiring us to  th ink about ho w  w e can use language to 
transform  class relations”
4. D o you  th ink  know ing Z ulu  w ould  be useful?
“Y ou  should be taught in  a language that you  understand, allow ing for cognition to take 
p lace easily. This is one side o f  the coin that we still m iss in South Africa. W e need  to 
teach in  A frican languages and teach  effective English  as a subject. It is no t a question o f  
choosing E nglish  only. E nglish  alone shout never be enough for any South A frican o f  live 
in and em brace th is country. It is no t a case o f  ‘th em ’ learning English  bu t also o f  ‘u s ’ 
taking the initiative to learn o ther languages”
5. D o you  see languages as purely  school subjects or life skills?
6. W hy did y ou  take the language (FAL) you  took in  H igh School?
7. D o you  feel that there is no opportunity  to develop Z ulu  as you  d on’t com e into contact 
w ith it?
8. W hat do you  th ink  your parents w ould  say i f  they  read  this.
9. W hat do you  th ink  about the quote from  N elson M andela.
10. D o you  th ink  Z ulu  speakers should be able to be taught in their m other tongue?
11. D o you  th ink  problem s could be fixed  i f  m ore E nglish  speakers could  speak an A frican 
Language?
“N ow , w hat do we do in South A frica? W e insist that the m ajority o f  our students are 
educated in  a language that they often do not understand well. The result: g lobal-language 
idiots are w hat w e have becom e! W e don't teach A frican languages or English  w ith any 
m easure o f  com petency. Furtherm ore, we insist that those w ho w ere priv ileged  under 
apartheid  rem ain  priv ileged today -- in o ther w ords, it is those w ho speak E nglish  and, to 
som e extent, A frikaans who are allow ed to  be taught in their m other tongues. W hat gives 
them  this right?”
“In  a country w here we rem ain obsessed w ith race, m ultilingualism  will go a long way 
tow ards creating a m easure o f  social cohesion. C an y ou  im agine i f  all South A fricans 
w ere fluent in English, A frikaans, an N guni language and a Sotho language? W e w ould 
all be better South A fricans.”
Appendix 12: Generic Participant Interview Question Schedule
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12. W hat do you  th ink  if/w hen you  com e into contact w ith non-Z ulu  speakers who can speak 
Z ulu
13. a. In contact situations w ith a Z ulu  Speaker, w hat language do they  usually  speak in? b. 
W hy do you  th ink  that happens? c. D o you  ever speak Z ulu  to them ? d. H o w  com e?
14. P icture 15-20 years dow n the line. Y ou have kids. W ould  u  w ant them  to be bilingual? 
B ilingual schooling?
15. D o you  th ink  people are unfair tow ards E nglish  speakers? E specially  in the article.
16. Im agine you  w ere a Z ulu  child  going to an E nglish  m edium  school for the first tim e. H ow  
do you  th ink you  w ould  feel? Shoe on other foot.
17. There is a statem ent in the article, “” . W hat do you  th ink  about that? D o you  th ink  being 
able to speak m ore South A frican languages w ould  m ake people better South A fricans?
18. D o you  th ink  being  exposed to Z ulu  m edia w ould  help you  develop a com m unicative 
ability in Zulu?
19. H ave you  ever been  out o f  D urban and found only E nglish  a problem ?
20. W hat w ould  you  th ink  i f  Ju lius M alem a started to  address the population in Z u lu  only?
21. W hat w ould  you  m ake the language policy at schools i f  y ou  w ere the M inister o f  
E ducation
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Question 6: Would speaking more languages (e.g. English, Afrikaans, 2 African languages) 
make us better South Africans
CASE: FI
P: (17a) uum, I don't know, if to make you a belter South African you would speak, it would 
mean that you would speak a different language, but I think it would help, if you 
know what I mean, ’Cause 1 think, you can’t say someone's less of a South African 
if they only speak Zulu if that's what they've been bought up with. But if they were 
able to speak many different languages if i was able to speak many languages I 
would definitely be, be able to say 1 was a true South African more so than someone 
who just speaks English.
C A SE : F3
P: um, I don't want to sound clichc-ish,
I: be welcome to
P: okay good, um, because 11 think like, being a good any person from any country in
the world is all about who you are and like, you know, your heart. Not the language 
that you speak. Language is hardly a barrier, ja 1 think that like, you know like, 
people always say like, you can just by looking at someone you can tell how sincere 
they are or what they mean or how they feel, you don't need to be communicating 
with them.
1: ja, ja
P: with words, communicating with...words?
1: verbal communication
P: yes
I: Ja so you, for you being a South African is separate from things like -
P: ^languages -
I: -being able to speak like, certain languages
P: Ja
I: okay cool, um,
P: but I think you have to respect different languages and cultures.
oo
1
CASK: F4
1 P:
2
3
4
5
6 
7
I don't think knowing a whole bunch of South African languages makes you more 
South African I think it's just more (interview interrupted [00:11:55,25] - 
[00:12:42,20]) um 1 don't think knowing more African languages makes you more 
South African, ! think it's more about your attitude towards the country, but um 1 
think knowing more than one African language might make like make you more 
proud to be South African and you’ll understand more
CASE: F6
1
2
3
4
5
1
2
3
4
5
6 
7
P: I don't think that we necessarily have lo speak another language to be a better South
African. It’s in you, it's how you act and your attitudes towards other people. Even 
if you speak English and you're the nicest person to someone else who can't speak 
English but you're helpful. I think that, in essence, makes you a better South 
African. You don’t necessarily have to speak their language.
CASE: Ml
P: no I think we would sort of get on with each other better because wc would
understand each other properly and they would be able to explain themselves like 
fully rather than in a language they're not entirely sure of
I: okay and in terms of being a South African do you think it would maybe do you
think you would be a belter South African if you could speak an African language 
or do you
P: no (b o th  s ta r t  la u g h in g )
CASE: M2
(voluntary)
1 P: Ja it is cos 1 mean it represents our kind of our past if you look at it()you know ]
2 mean Xhosa, Zulu it's all been here()you know so I mean it is important for us lo
3 know those kind of languages but I mean it doesn't really give me interest (ts) I
4 mean you know personally (ugh) I mean Zulu okay Afrikaans not really () you
5 know I mean it doesn’t grip my attention
2
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I: Ja okay {) uh do you in your uh everyday life do you ever come into contact with
those languages do you ever have a need to use them 
P: No, I have no need of using them () especially Afrikaans I don't see the need lor it
at all.
(after question)
I: Okay () um () at the end of that () of this article it says that if we could all speak
English and Afrikaans and two African languages wc would all be better South 
Africans () do you think that's a true statement or it's a bit off the mark?
P: (s ig h s  w h ile  th ink ing ) the thing is it depends how many how many okay there's not
many Afrikaners in this country 
I; Ja
P: Thai's what I think you know in terms of Sotho and other languages 1 mean uh like
other cultures 1 mean there is quite a bit but I 1 don’t really get into contact with 
them you know so what is the point () you know 1 mean I’m living in Durban I mean 
I don't really get in touch with you know Sotho guys and ait that stulT there so what 
is the use lo me? So 1 think it depends on where you live () your circumstances () 
ye I mean obviously if you live in a rural area where Zulu's like the most popular 
thing then it's quite wise to learn the language 
I: Ja
P: because you living there you know () but for me now I mean I don't really find it
useful you know where I'm living so it really depend on your circumstance.
I: Ja ja () so you would say that it doesn’t really affect your nationality
P: Ja it doesn't really affect your () nationality () it doesn't really affect it really depends
on circumstance I think
CASE: M5
P: -not really ja 1
think that {) sort of we'd be more united as n country if everyone could understand 
everyone else but it's sort of like pushing like English to like one side saying that () 
it's like not sufficient
1: not sufficient for it okay (J so as a South African you don't feel like English is bad
P: no I think it's 'cause most like majority if you have to talk to anyone in English
they’d like sort of understand
3
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1:
P:
1:
P:
oh okayja
seems tike the most understood language 
everyone can use a bit of it 
Ja
CASE: M6
P: no 1 mean whatever language you speak is not really your fault that you bom lo 
Zulu speaking people um it's doesn't make you a better person if you can speak 5 
different languages fluently or one language fluently it‘s not really your fault if your 
parents are wealthy they can send you to a school that teaches different languages 
or just one language so doesn't doesn’t really make you a better person if you can 
speak
CASE: MSi
P: 1 don't think it it’s more like wc' would be better South Africans it we we'd be better 
peep we’d be better people and we'd understand each other but being South African 
is who you arc it's not it’s not something that if you Icam other 2 languages you're 
a better person it's more of pride in your country and
4
Appendix 14: Interview Responses Indicating Familial Use of LOTE
F1 (85-87)
P: ... cause w hen I w ent to Greece, I felt so disadvantaged because it's like I didn't
understand w hat m y relatives w ere saying, and it w as so. I felt, you  know  you  feel so left 
out, ja. it was quite sad
(170-176)
P: D efinitely , I th ink  um, yo u  know  it w as uum , w hen m y gran goes to Greece, w hen my
gran w ent to G reece she could  speak fluently in their language, and w hen sh, w e w ent 
over and stayed in a restaurant and stuff, they  w ere like so am azed that she could  speak 
the language and everything and they said, 'you know  thank you ' and then I tried  to  do it 
bu t I didn't speak it well. they actually, the guy said said, 'it's so n ice to hear som eone 
actually in terested  in  m y language, and trying to understand m e', because y ou  know, it's 
alm ost like respect you know.
F2 (104-109)
P: well like m y parents speak full on A frikaans and Z ulu  ()
I: =oh okay
P: as well as o ther languages and its very irritating cause
I: how come they got to do you know
P: they w ere ju s t very exposed to  a lo t o f  places and they they love to travel so they 've been
all over the w orld  and they go back  and forth so they ju s t p ick  up on everything
F3 (99-105)
P: Ja  I do () I th ink  it's um  ja  it () I th ink  there's definitely it's it creates like a sort o f  like,
m akes you  som ew hat personal w ith som eone. L ike I know  um  I com e from  like um  a fam ily 
w here you  know  Indian  people also k ind  o f  speak different languages and I m ean I know  like 
() it's ju s t alw ays () it's a lot m ore heartfelt and sincere w hen you  speak to som eone in  in like a 
language that they they really  understand and that it's no t () It's no t like ju s t saying som ething 
that you  say everyday in E nglish  to everyone else.
F5 (129-131)
P: uuum  () it depends w hat languages there are like I 'm  Italian  so m y Italian will affect the way
that I live because m y w hole fam ily 's Ita lian  so they all speak to each other in  Ita lian  so I kind 
o f  have to know  the language it speaks to them
F7 (171-181)
P: Ja  I th ink  he is because i f  I () okay well m y granny speaks Tam il () m y relig ion so they speak
Tam il at hom e and i f  they had  to  tell m e som ething in  Tam il I w ould  I w ould  rem em ber w hat 
they say even i f  I d idn’t know  w hat it m eant () it w ould alw ays stay w ith m e w hat they and 
then  m aybe at a later stage I ’d find out w hat it m eant bu t it w ould  alw ays be w ith  m e th a t’s the 
original language I ’m  supposed to speak
I: Okay so it means something to you
P: Ja
I: And do you ever like try and talk to them like ()
P: Ja  I ’m  try ing to learn  the Tam il
I: And I assume (.) what was their reaction if you ()
P: I f  I did () no no, m y gran () sham e they help  me
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M2 (35-45)
P: It’s basically about I mean language I mean we have 11 different languages in this country
and I mean like like certain kind of these languages kind of uh go go to some of for instance 
like Afrikaans () Afrikaans go more to the like kind of Afrikaans kind of population but for 
like me now I’m, I’m Hindi ()so I mean now I don’t have the opportunity to learn my own 
mother tongue () you see I mean like Hindi I ’d love watched many Hindi films and stuff (right 
here) and you know I’m really into Hindi () and I mean you know I don’t get an opportunity 
to actually learn the language () It’s my mother tongue I mean also our prayers are done with 
Hindi you see so it’s it’s it’s a bit of a disadvantage () I mean one population of this country 
gets a chance to kind of you know uh learn their mother tongue but we aren’t () so it’s a bit 
unfair but anyway that’s that.
M3 (76-79)
P: Not really but at home I don’t speak () we speak English but we speak like other
languages um Urdu and Gujarati
I: Oh okay. You speak it at home as well
P: Ja we speak but not like () we use like small phrases you know for like exclamation
(94-95)
I: Uh can your () do your parents speak Afrikaans?
P: Yeh and Zulu
M6 (119-121)
I: can your parents speak any Zulu
P: um my dad can speak a bit of Fanagolo like to the gardener and stuff () but I mean he knows
the basic stuff probably pick up a few words in a conversation
M8 (72-77)
P: no not really I will usually usually when I'm in those situations my sister's there and she
speaks fluent Zulu
I: really
P: ja
I: how'd that happen
P: uh she chose Zulu and she got 96 for matric and now she's at UCT where they all speak
Afrikaans and she's lost (both laugh)
(180-186)
P: well English well personally I'd like them to speak French ‘cause I wish I could I wish
they were we were allowed to take French here I would
I: do they not offer it
P: No they don’t
I: oh really oh ok
P: I wish I love I love French ‘cause my 3 out of 5, 3 out of the 5 members in my family
speak French
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A tt itu d e
Ln Instantiation A ffect Judgem ent A ppreciation
+
/-
Inscribed
/E voked
A ppraised
F1
3 she could speak fluently in their language +Satisfaction + Evoked Gran's plurilingualism
+Capacity + Inscribed Gran's plurilingualism
4-5 they were like so amazed that she could speak the language +Satisfaction + Evoked Plurilingualism
+Capacity + Evoked Plurilingualism
+Valuation + Evoked Plurilingualism
5 they said, 'you know thank you' +Reaction + Evoked Plurilingualism?
+Valuation + Evoked Plurilingualism?
6 and then I tried to do it +Tenacity + Evoked Self (LOTE)
6 but I didn't speak it well -Security - Evoked self (lack of Greek ability)
-Satisfaction - Evoked self (lack of Greek ability)
-Capacity - Evoked self (lack of Greek ability)
7 it's so nice to hear someone actually interested in my language +Happiness + Inscribed Pluriling/others speaking language
+Reaction + Evoked Pluriling/others speaking language
+Valuation + Evoked Pluriling/others speaking language
7-8 and trying to understand me +Security + Evoked Greek man
8 it's almost like respect +Satisfaction + Evoked Pluriling/speaking others' language
+Propriety + Evoked Pluriling/speaking others' language
+Valuation + Evoked Pluriling/speaking others' language
10 you respect the person ja, +Satisfaction + Evoked Pluriling/speaking others' language
+Propriety + Evoked Pluriling/speaking others' language
+Valuation + Evoked Pluriling/speaking others' language
10 you show your respect by speaking their language +Propriety + Evoked Pluriling/speaking others' language
+Reaction? + Evoked Pluriling/speaking others' language
+Valuation + Evoked Pluriling/speaking others' language
F3
4 makes you somewhat personal with someone +Satisfaction + Evoked Pluriling/speaking others' language
+Propriety + Evoked Pluriling/speaking others' language
+Valuation + Evoked Pluriling/speaking others' language
5-6 also kind of speak different languages, +Capacity + Evoked Pluriling (Indian community)
6-7 it's a lot more heartfelt and sincere when you speak to someone in +Happiness + Evoked Pluriling/speaking others' language
+Propriety + Evoked Pluriling/speaking others' language
+Valuation + Evoked Pluriling/speaking others' language
7-8 in like a language that they they really understand +Security + Evoked hearer
+Capacity + Evoked hearer
+Valuation + Evoked Pluriling/speaking others' language
8-9 It's not like just saying something that you say everyday in English to everyone else. -Satisfaction - Evoked English
+Normality - Evoked English
-Capacity - Evoked English
-Valuation - Evoked English
15 I’m terrible -Capacity - Evoked (self) LOTE
-Valuation - Evoked (Learning) LOTE
15.1: Table showing a sample of the process of APPRAISAL analysis (Attitude) taken from Question 4, participants F1 and F2
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A tt itu d e
Ln Instantiation A ffect Judgem ent A ppreciation
+
/-
Inscribed
/E voked
A ppraised
F1
3 she could speak fluently in their language +Satisfaction + Evoked Gran's plurilingualism
+Capacity + Inscribed Gran's plurilingualism
4-5 they were like so amazed that she could speak the language +Satisfaction + Evoked Plurilingualism
+Capacity + Evoked Plurilingualism
+Valuation + Evoked Plurilingualism
5 they said, 'you know thank you' +Reaction + Evoked Plurilingualism?
+Valuation + Evoked Plurilingualism?
6 and then I tried to do it +Tenacity + Evoked Self (LOTE)
6 but I didn't speak it well -Security - Evoked self (lack of Greek ability)
-Satisfaction - Evoked self (lack of Greek ability)
-Capacity - Evoked self (lack of Greek ability)
7 it's so nice to hear someone actually interested in my language +Happiness + Inscribed Pluriling/others speaking language
+Reaction + Evoked Pluriling/others speaking language
+Valuation + Evoked Pluriling/others speaking language
7-8 and trying to understand me +Security + Evoked Greek man
8 it's almost like respect +Satisfaction + Evoked Pluriling/speaking others' language
+Propriety + Evoked Pluriling/speaking others' language
+Valuation + Evoked Pluriling/speaking others' language
10 you respect the person ja, +Satisfaction + Evoked Pluriling/speaking others' language
+Propriety + Evoked Pluriling/speaking others' language
+Valuation + Evoked Pluriling/speaking others' language
10 you show your respect by speaking their language +Propriety + Evoked Pluriling/speaking others' language
+Reaction? + Evoked Pluriling/speaking others' language
+Valuation + Evoked Pluriling/speaking others' language
F3
4 makes you somewhat personal with someone +Satisfaction + Evoked Pluriling/speaking others' language
+Propriety + Evoked Pluriling/speaking others' language
+Valuation + Evoked Pluriling/speaking others' language
5-6 also kind of speak different languages, +Capacity + Evoked Pluriling (Indian community)
6-7 it's a lot more heartfelt and sincere when you speak to someone in +Happiness + Evoked Pluriling/speaking others' language
+Propriety + Evoked Pluriling/speaking others' language
+Valuation + Evoked Pluriling/speaking others' language
7-8 in like a language that they they really understand +Security + Evoked hearer
+Capacity + Evoked hearer
+Valuation + Evoked Pluriling/speaking others' language
8-9 It's not like just saying something that you say everyday in English to everyone else. -Satisfaction - Evoked English
+Normality - Evoked English
-Capacity - Evoked English
-Valuation - Evoked English
15 I’m terrible -Capacity - Evoked (self) LOTE
-Valuation - Evoked (Learning) LOTE
15.1: Table showing a sample of the process of APPRAISAL analysis (Attitude) taken from Question 4, participants F1 and F2
A
ppendix 15: Sam
ple A
PPR
A
ISA
L
 A
nalysis from
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4, Participants F1 and F2
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G r a d u a t io n
Ln Instantiation FO RCE FO C US Type U p/D ow n
+
/-
A ppraised
Intensi
fication
Quanti
fication
Sharpened  
/  Softened
Infusing Isolating D ow nscale U pscale
F1
2 Definitely Process Infusing Upscale + Mandela's Quote
3 she could speak fluently in their language Quality Infusing? Upscale + Gran's plurilingualism
4-5 they were like so amazed that she could speak the language Quality Infusing? Upscale + Plurilingualism
6 but I didn't speak it well Process Isolating Downscale - self (lack of Greek ability)
7 it's so nice to hear someone actually interested Quality Isolating Upscale + Pluriling/others speaking language
F3
3-4 it's it creates like a sort of like, Soften Isolating Downscale + Pluriling/speaking others' language
4 makes you somewhat personal with someone Soften? Isolating Downscale + Pluriling/speaking others' language
5-6 also kind of speak different languages, Soften Isolating Downscale + Indian community
6 it's just always Number:Amount Isolating Upscale
+ Pluriling/speaking others' 
language
6 it's a lot more heartfelt Number:Amount Isolating Upscale
+ Pluriling/speaking others' 
language
8-9 in like a language that they they really 
understand
Process
? Isolating Upscale
+ Pluriling/speaking others' 
language
8-9 It's not like just saying something that you say everyday in English
Number:
Amount Isolating Upscale
- English?
9 to everyone else. Number:Amount Isolating Upscale
- English?
15 I’m terrible Quality Isolating Upscale - LOTE
15.2: T able show ing a sam ple of th e  process of A PPR A ISA L  analysis (G rad u a tio n ) tak en  from  Q uestion 4, p a rtic ip an ts  F1 an d  F2
A
ppendix 15: Sam
ple A
PPR
A
ISA
L
 A
nalysis from
 Q
4, Participants FI and F2 continued
Appendix 15: Sample APPRAISAL Analysis from Q4, Participants FI and F2 continued
E n g a g e m e n t
L n In s ta n tia t io n C O N T R A C T IO N E X P A N S IO N + /-
D isclaim Proclaim Entertain A ttribute
F1
3 I think Entertain +
3 You know Entertain +
3 I think Entertain +
4/5 it's probably going to be easier for me Entertain +
5 but then Counter -
5 of course Concur -
6 I mean there should be like more Pronounce +
6/7 I think there’s no drive Pronounce Entertain -
7 Even at school Counter -
7/8 I never felt a drive Deny -
8 You know Entertain -
12 it's really hard for me Pronounce -
13 it is true, like there is no drive for it Pronounce -
14 You know Entertain -
17 I've always wanted to Entertain +
17 But it’s never Counter -
Deny -
18 You know Entertain +
18 It’s unfortunate Pronounce -
1 what I got from this article Entertain +
3 but in South Africa Counter -
4 we don't pay that much respect Pronounce -
6 What I got Entertain +
6 We should in fact Concur +
7 It could unite us more Entertain +
9 I think it does have a point Pronounce +
9 To some extent Counter -
10 It’s not nearly as enough Pronounce -
10/1 but we don’t learn it willingly Counter -
Deny -
14 We don’t want to do it Deny -
13 But once you understand it Counter +
16 they don't just speak in English Deny +
16 You know Entertain +
16/7 lots of people they speak mostly in Afrikaans Pronounce +?
17 It is true Pronounce +
19 You know Entertain +
21 I think it matters Pronounce Entertain +
21/2 you know Entertain +?
22 90% of the world's English Pronounce +?
22 but for me Counter +?
22 I would like to learn all types of languages Entertain +
23/4 it opens a lot of communication doors Pronounce +
24 you know Entertain +
28 I think Durban people feel () we very chilled in a sense Entertain +
28/9 but we're very closed in from the rest of South Africa Counter -
Pronounce -
29/30 but they understand each other Counter +
30 it's just mostly in Durban Counter Pronounce -
32 but as you travel Counter +
32 You see it English isn’t the only language out there Pronounce +
15.3: T able showing a sam ple of th e  process of A PPR A ISA L  analysis (E ngagem ent) tak en  from  
Q uestion 1, p a rtic ip an ts  F1 and  F2. Sections of d a ta  th a t  reflect a series of con tractions and
expansions have been h ighlighted
196
speak or communicate in English?
Appendix 16: Responses to Question: What percentage of South Africans do you think can
F1: 275-277
P: probably  a really  sm all am ount () 20%  Ja  () I'm  not too sure
I: Ja I know it was just a random
P: le t’s say 40 %  (.) I 'd  say 40%.
F4: 89-92
P: I really have () really  don't know
I: um in like Natal () like in Durban. you think most people () Not many () like
P: I th ink  m ost people but the you  have to also th ink  about like the rural areas that are also in
N atal bu t () I th ink  m ajority can speak English
F5: 231-237
P: w ell the percentage that live in like here like the city () I don 't th ink  that m ost people out of
() I can like suck one out of () like I can 't th ink  of one
I: okay
P: bu t like , the people that live in rural areas I th ink  they 'd  find  it's like quite difficult for
them  to understand and speak English  because they don 't get taught it w hen they
I: uh are exposed to it okay () but then in Durban like
P: D urban C ape T ow n Joburg () I th ink  that m ost people can speak English
F6: 280-287
P: I actually  d on’t know  () I t ’s quite hard  to say um  (.) ‘ cause I know  a large part o f  the population
does speak Z ulu
I: Well say Natal
P: U m  () in N atal a lot o f  us () so le t’s say m aybe about 60%  o f  us can speak English
I: Ja we are very English here aren’t we () okay cool () if you were to make a guess about
the whole country () don’t worry you’re not going to be held to this it’s just ()
P: Less than  that (..) m aybe 55%?
197
F7: 201
P: (.) 89 m aybe
M 2: 172-176
P: A bout m aybe 60 %  or so () I think. I m ean if you  look at the Free S tate , W estern  C ape I
m ean they speak A frikaans m ost of the tim e. So if I can exclude them  but ja
I: If you could exclude them what would you say?
P: W ell then  I ’ll say quite a b it () quite a b it o f  people do speak E nglish  I ’d say so
M 3: 209-211 
P: 40% ?
I: Okay. And just looking in Natal?
P: P robably h ig h e r ..!  m ean sorry low er, lower. W e are the Zulu, Z ulu  province.
M 4: 251-258
P: uum  () o f  the people I know  100 bit o f  the full South A frica I rate it w ould  be som ew here
about 50 - 60.
I: oh okay () and in Natal from just looking at natal
P: uuum  it'd  probably be around 40
I: okay () why
P: because I know  there's lots o f  rural areas in N atal and um  m aybe in som e o f  those areas
th ere ’s som e people w ho d on’t understand the language and do n ’t speak it and aren ’t have 
been  to the sam e schools as I ’ve been  to () and lots o f  o ther people have been  to
M 7: 231-233 
P: about 35
I: okay and in Durban do you think is
P: there 's m ore 50
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Appendix 17: Graphs of Attitude Responses for Questions 1-6
Graduation
Focus Force Total
17.1: B a r g rap h  ind icating  overall in stan tia tions of G rad u a tio n  choices fo r Q1-6
Affect choices Q1-6
+Security -Security +Satisfaction -Satisfaction +Inclination -Inclination +Happiness -Happiness 
17.2: L ine g rap h  ind icating  in stan tia tio n s of Affect choices p e r Q uestion (Q1-6)
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Appendix 17 continued
Judgement choices Q1-6
40
17.3: L ine g rap h  ind icating  in stan tia tio n s of Ju d g em en t choices p e r  Q uestion (Q1-6)
Appreciation choices Q1-6
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17.4: L ine g rap h  ind icating  in stan tia tions of A pprecia tion  choices p e r Q uestion (Q1-6)
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Appendix 18: Graphs of Graduation Responses for Questions 1-6
Graduation
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18.1: B a r g rap h  ind icating  overall in stan tia tions of G rad u a tio n  choices fo r Q1-6
Focus choices Q1-6
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Q3
Quantification
18.2: L ine g rap h  ind icating  in stan tia tio n s of Focus (In tensification  an d  Q uan tification) choices p e r
Q uestion (Q1-6)
201
Appendix 18 continued
Force choices Q1-6
12
10
18.3: L ine g rap h  ind icating  in stan tia tio n s of F orce  choices p e r  Q uestion (Q1-6)
8
6
4
2
0
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Appendix 19: Graphs of Engagement Responses for Questions 1-6
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19.1: B a r g rap h  ind icating  overall in stan tia tions of G rad u a tio n  choices fo r Q1-6
Contraction choices Q1-6
co
cd■ a
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Disclaim
Concur Pronounce
Proclaim
Q1 Q2 Q3 ■Q4 ■Q5 ■Q6
19.2: L ine g rap h  ind icating  in stan tia tions of C o n trac tion  choices p e r  Q uestion (Q1-6)
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Appendix 19 continued
Expansion choices Q1-6
Entertain Attribute
19.3: L ine g rap h  ind icating  in stan tia tio n s of E xpansion  choices p e r  Q uestion (Q1-6)
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Appendix 20: Extracts from Question 4b
I: (obscured as recorder is moved due to an increase in background noise) um so
when you're in a contact situation, when you come with say a Zulu speaker
P: Ja
I: what language would they normally speak to you in if
P: I th ink , uhhh , w h en  I see m y  like, w h en  I see m y  um , friends, w ell, ok, i f  I see a petro l
a tten d an t say, w h o  speaks Z u lu  righ t, I ’d p ro b ab ly  say like  a little  con v ersa tio n  and  th en  
I ’d p ro b ab ly  say, lik e  in  Z u lu , like  I ’d try  to  speak  p h rases in  Z u lu , n u t in  th e  end  I ’ll end 
up  speak ing  E nglish . it w ill ju s t, it w ill occur. C os I can 't, I can  on ly  say S aw ubona, 
U sap h ilan a , and  N g iy ab o n g a . like  th o se  are th e  th in g s (both laughing)
I: Ja it's like they think you are fine and they can have a conversation with you
P: ju s t  th o se  little  phrases ja . it's  o ften  E n g lish
I: okay, um, why do you think they speak English to you?
P: w ell, I th in k  th ey  also  th in k  th a t m u st b e  m y  m o th e r tongue. I th in k  it's  an it's  one th ing ,
like, b ecau se  o f  o u r co lo u r like  m y  one frien d  *(a black South A frican  adop ted  by a  w hite  
fam ily )  she ge ts  rea lly  an noyed  b ecau se  peo p le  su d den ly  s ta rt speak ing  to  Z u lu  to  her, 
and  she's like, 'no  I ’m  n o t Z ulu '.
I: oh okay is she English?
P: Ja, she 's E n g lish , so th a t's  qu ite  funny. I th in k  a lso  th ey  th ink , w ell, th is  is y o u r  language,
le t’s try  and  co m m u n ica te  w ith  y ou  in  th a t language . b u t also  I th ink , E n g lish  has been  
seen  as th e  in te rnational language , b u t in  South  A frica  it's  n o t as app licab le . it's  like, it is 
like  a sm all (.) w ell I m ean  it's  (.) m ajo rity  o f  th e  coun try  do n 't speak  E ng lish . th ey  try  b u t
I: Ja
P: it's  n o t th e ir  firs t language , yo u  k n o w  w h a t I m ean.
M 4 (162-177)
1: okay um () so in in a situation where say you come into contact with a Zulu speaker
um what language do they normally speak to you in
P: um  th ey  w o u ld  p ro b ab ly  speak  E n g lish  to  m e b ecau se  I co u ld n 't rea lly  u n d erstan d
I: okay so you think they'd do it because they guessing that you can’t
P: j a  j a
I: speak the language () okay um and do you so you ever try and speak I know your
Zulu's probably like mine () like introductory greetings and stuff
P: ja , j a  ja
I: do you every try and speak
P: Ja  I do  try  and  I o ften  fail and  it's  and  it's  m o re  em b arrassin g  i f  y ou  do  fail th an  i f  y ou
d o n ’t  try.
I: okay
P: I guess m ay b e  n o t to  th em  b u t like  to  m e it w o u ld  feel m o re  em b arrassin g  i f  I d id  fail
F1 (106-129)
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Appendix 21: Further Examples from Section 4.3
Section 1: E nglish  for future children (Q5):
1.1 (F7:3-4) “I'd want them to leam English. And just not, they don't have to know every single detail of the 
other language, like Afrikaans and Zulu”
1.2 (M8: 1-2) “well English well personally I'd like them to speak French 'cause I wish I could I wish they were
we were allowed to take French here I would”
1.3 (F4:1-4)
P: in South Africa I would want them to probably speak um a Zulu those kind of things ‘cause that’s what
the rest of the population speaks
I: okay. I assume you would want them to speak English
P: oh of course English”
1.4 (M6:1-3)
P: like besides English
I: ja so obviously you want them to speak English
P: okay um well I know like when I was little I really wanted to to speak Zulu...but I suppose Zulu would
would be the language because obviously going to learn Afrikaans at school
Section 2: C ounter and  D eny
In the first exam ple the participant is speaking about ho w  English  m ay exclude, bu t the exclusion is
not in tentional, bu t due to the fact that Z ulu  is only  local w hereas E nglish  is in ternational, and  because
the curriculum  at school is ‘from  overseas’ and so English.
2.1 (F1: 7-13) “But [C o ntrac t: Counter] I'm not sure [C o ntrac t: Deny], I don't think it necessarily () is to exclude 
[E xpand : Entertain] () I think it's just the way it's happened [C o ntrac t: Pronounce] () if everyone spoke 
Zulu I think you know it would be a different story [E xp an d : Entertain]. our s lectures would be in Zulu. 
But unfortunately [C o n trac t: Counter] because I mean it's not from here [C o ntrac t: Deny] () I think that's 
the whole thing [Expand: Entertain] () it has caused exclusion [Contract: Pronounce] () but [C o n trac t: 
Counter] I don't think it's necessarily to exclude [C ontrac t: Deny].”
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Appendix 21 continued
Section 3: E xpand and C ontract
In  order to aid  the flow  o f  exam ples in section 3, any responses m ade by the in terview er have been 
p laced  as such = in terv iew er’s com m ent=
3.1. In  this exam ple, the focus is on a justification o f  w hy people should speak English. H ere the 
participant initially  E xpands the dialogic space w hile explaining the need  to know  English. T he then 
C ontracts the space w hile m entioning all the place that use English, and so m aking it vital for business. 
H e then ends o f  w ith an Expansion that rem oves capacity and agency in exclusion from  the speakers 
o f  English  in these first w orld  countries.
(Q2: M6:3-7) “Well it's it's like a language that if you wanna be a big businessman that you pretty much 
[Expand: Entertain] need to speak [Contract: Pronounce] because people from France and Australia, New 
Zealand all of those places can speak English [Contract: Pronounce] and um like specially in America and 
England they all speak English[Contract: Pronounce] um and that it's it's not really their fault that it 
excludes people [Expand: Entertain] that can't speak English”
T hus the C ontraction are on statem ents that are indisputable by the listener, w hile the Expansions are 
m ade on assertions that could potentially  be argued against by the listener.
3.2 (Q1:F1: 2 - 10) “Definitely [Contract: Concur], I think um [Expand: Entertain], you know [Expand:
Entertain] it was uum, when my gran goes to Greece, when my gran went to Greece she could speak fluently 
in their language [Contract: Pronounce], and when sh, we went over and stayed in a restaurant and stuff, 
they are like so amazed that she could speak the language and everything [Expand: Attribute] and they 
said, 'you know thank you'[Expand: Attribute] and then I tried to do it but I didn't speak it well. they 
actually, the guy said said, 'it's so nice to hear someone actually interested in my language, and trying to 
understand me', because you know [Expand: Entertain], it's almost like respect you know [Expand: 
Entertain]. = Ja, you respect the person = you respect the person [Contract: Pronounce] ja, you show your 
respect by speaking their language [Contract: Pronounce]”
3.3 (Q4:F4: 4-7) “I think it's true [Expand: Entertain] I mean [Contract: Pronounce] I think a Zulu speaking
person would appreciate it [Expand: Entertain] if you spoke to them in their mother tongue = okay = like 
I mean [Contract: Pronounce] I would appreciate that too if someone would speak to me in a language 
that I understood because it makes you feel more comfortable [Expand: Entertain]”
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Appendix 21 continued
3.4 (Q5:M2:1-5) “Well, I'd definitely go for English [C o ntrac t: Pronounce] um () maybe with Hindi
[E xpand : Entertain] () I mean I would like my children to know a little bit of their background mother 
tongue[C ontrac t: Pronounce] and stuff like that [E xpand : Entertain] and maybe if in that time [E xpand : 
Entertain] Afrikaans is still a bit of a problem [C o ntrac t: Pronounce] () if Afrikaans is still in our country 
by that time still as a subject [E xpand : Entertain] then I'll introduce the subject to my kids [C o ntrac t: 
Pronounce] cos I don't want my kids to suffer when it comes to high school and stuff [C o ntrac t: Deny]”
Section 4:
In these examples, (4.1 and 4.2) the participants moves from Denying the assertion made in the article 
and so contracting the space and then Expanding to try and explain why they said this in an attempt to 
avoid alienating the listener. Thereafter they continue to Expand as they change direction and states 
that plurilingualism would have an effect on your South Africanness. The then ends with a contraction 
via a Pronouncement that support a positive view  o f language and South Africanness.
4.1 (F4:3-6) um I don't think knowing more African languages makes you more South African [C o ntrac t: Deny], 
I think it's more about your attitude towards the country [E xpand : Entertain], but um I think knowing more 
than one African language might make like make you more proud to be South African [E xpand : Entertain] 
and you'll understand more [C o ntrac t: Pronounce]
4.2 (M8: 1-4) “I don't think it it's more like we' would be better South Africans it (.) we we'd be better peep we'd 
be better people [E xpand : Entertain] and we'd understand each other [C o ntrac t: Pronounce] =Ja= but being 
South African is who you are [C o ntrac t: Counter] it's not it's not something that if you learn other two 
languages you're a better person [C o ntrac t: Pronounce] it's more of like it’s your pride in your country and 
[C o ntrac t: Pronounce]”
Positive N egative ALs
1.22 “There should be like a balance” (Q1:M7:12)
1.20 “isn't going to help you economically world wide” (Q1:M1:11) 
1.15 “I have never felt a drive” (Q1:F1:7)
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Q u e s tio n  1: w h a t  is th e  g is t o f  th e  A r t ic le , a n d  do es it  h a v e  a  p o in t?
CA SE: F1
I: Ja, it's  a lw ays go o d  to  g e t aw ay  fo r a bit. um , k  w h a t do y ou  th in k  is th e  g ist o f  th a t
artic le  like
P: W ell I th in k  it's  b asica lly  q u estio n in g  w ell, yo u  know , w h a t's  accep tab le  and  I th in k
it's  in te restin g  b ecau se  w h en  I app ly  to  u n iv ers ity  it's  p ro b ab ly  g o in g  to  b e  easie r 
fo r m e ‘cause  I speak  E ng lish , b u t th en  o f  cou rse  i f  I app ly  to  S te llenbosch  I m u st 
also  k n o w  A frikaans. b u t that's  th e  th in g  I m ean  i f  it fo rces, there  shou ld  b e  like 
m ore, I th ink , th ere 's  no  d rive  to  lea rn  a lan g u ag e  even  at school I n ev e r fe lt a drive 
to  lea rn  Z u lu , y ou  k n o w
I: Ja
P: B ecau se  I do n 't u se  it so
I: Ja, do  y ou  ever h ea r it?
P: I h ea r m y  friends speak  Z u lu  and  it's  it's  rea lly  h ard  fo r m e n o t to  b e  p a rt o f  th a t
conversation . it is true, like  there  is no  d rive  fo r it. it's  b asica lly  a th in g  w ell, you  
can choose  to  lea rn  bo th  lan g u ag es o r n o t y ou  k n o w
I: Ja, so do y ou  feel like  y o u  do n 't like  th ere 's  no  m o tiv a tio n  in  y o u r life, th ere 's  no
reaso n  to  have  to
P: Ja  w ell I 've  a lw ays w an ted  to, it's  b een  an in te res t b u t it's  never, m y  paren ts  don 't
do it, m y friends, y ou  k n o w  m y  social c ircle, it's  ja  no  it's  ja. it's  u n fo rtu n a te
C A S E : F2
P: U m  okay  w h a t I go t from  th is  artic le  is th a t p rac tica lly  is w h en  it m en tio n ed  C h in a
and  R u ss ia  h o w  i f  y ou  go  ov er th e re  th ey  a lw ays co m m u n ica te  in  th e ir  C h inese  and 
R u ssian  b u t in  S outh  A frica  w e  m o stly  co m m u n ica te  in  E n g lish  w e  don 't pay  th a t 
m u ch  resp ec t to  Z u lu  o r A frik aan s =
I : =  O k ay  Ja
P: A n d  th e  artic le  (.) from  w h a t I g o t the  las t co n c lusion  p a rag rap h  said  th a t w e  shou ld
in  fac t do  th a t and  it co u ld  a lso  u n ite  u s  m o re  and  u n ify  us
I : O kay  (.) do  y ou  th in k  it has a p o in t or
P  : I th in k  it does h av e  a p o in t (.) to  som e ex ten t b ecau se  a lo t o f  (.) like  n o w  days w e
learn  A frik aan s Z u lu  like  m ay b e  4 hours a w eek  and  it's  n o t nearly  as enough  b u t
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w e do n 't lea rn  it w illin g ly  w e  go  th e re  and  w e 're  like  'oh m y  G * *  it's  A frik aan s ' =
I : =  F o rced  to  do it j a
P  : W e  do n 't w a n t to  do it b u t once y ou  u n d ers tan d  it and  y ou  ab le  to  speak  it y ou  feel
p ro u d  th a t y ou  can  and  y o u  rea lise  th a t i f  y ou  h ad  to  go  to  P re to ria  o r C ape  T ow n  
or so m ew h ere  (.) th ey  do n 't ju s t  speak  in  E n g lish  th ey  y ou  k n o w  lo ts  o f  peop le  
th ey  speak  m o stly  in  A frik aan s and  it is tru e  th a t i f  y ou  had  to  go  so m ew h ere  w h ere  
th ey  speak  A frik aan s y o u  cou ld  speak  A frik aan s and  it can  (.) it rea lly  like  (.) you  
k n o w  like  M an d e la  little  quo te  'goes to  h is heart'
I : Ja  so d (.) lik e  do y ou  th in k  th a t it does m atte r  to  p eo p le  like
P  : I th in k  it m atte rs  to  a m ajo rity  o f  th e  peo p le  b u t a lso  perso n a lly  I am  lik e  (.) you
k n o w  (.) 90%  o f  th e  w o rld 's  E n g lish  (.) b u t fo r m e I w o u ld  like  to  lea rn  all ty p es  o f  
lang u ag es to  speak  to  th o se  p eo p le  w h o  do  speak  b ecau se  it opens a lo t o f  
co m m u n ica tio n  doors and  also  like  S te llenbosch  U n iv ersity  o r P re to ria  y o u  k n o w  
th ey  speak  A frik aan s du rin g  th e ir  lec tu res  and  s tu ff  so [laughs] so
I : Ja  um  (.) j a  so th a t so that's  a good  p o in t so it's  k in d  o f  ju s t  do  yo u  th in k  it's  ju s t  in
D u rb an  th a t it's  =
P  : (1b) =  I th in k  D u rb an  peo p le  feel v e ry  (.) w e  v e ry  ch illed  in  a sense  (.) b u t w e 're  v e ry
c losed  in  from  th e  rest o f  South  A frica  b ecau se  w h en  y ou  do trave l yo u  do  you 'll 
f in d  peo p le  ta lk in g  Z u lu  and  in  A frik aan s to  each  o th er b u t th ey  u n d ers tan d  each 
o th er so m eh o w  and  th ey  h av in g  th is  full on  co n v ersa tio n  it's  ju s t  m o stly  in  D u rb an  
th a t w e  ju s t  speak  E n g lish  (.) m ain ly  E n g lish  b u t as y ou  trave l around  South  A frica  
y o u  see it E n g lish  isn 't th e  on ly  lan g u ag e  ou t there
C A S E : F4
P: I th in k  it's  try in g  to  say like  um  since A p arth e id  um  p eo p le  o f  co lou r h ave  alw ays
th e ir  like  it's  a to u ch y  su b jec t and  um  () I rea lly  do n 't I do n 't k n o w  h o w  to  say it b u t 
um  th e ir  um  ()
I: (obscured . bo th  laugh)
P: L ik e  w e  all g e t tau g h t in  a lan g u ag e  w e  u n d ers tan d  and  i f  y ou  go  in to  th e  rural
schoo ls th ey  try  teach  th em  in E n g lish  m o st o f  th e  tim e  b u t th ey  do n 't u n d erstan d  
th e  language  so I m ean  it's  hard  it's  like  teach in g  m e in  A frik aan s w h ich  I don 't 
u n d e rstan d  at all and  it's  yo u  try n a  teach  so m eth in g  n ew  b u t y ou  can 't lea rn  becau se  
y o u  do n 't k n o w  w h a t th e y ’re  say ing
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I: O h okay. D o  y ou  th in k  it's  a to u ch y  sub jec t
P: I th in k  it is b ecau se  I m ean  th ere 's  so m u ch  d isc rim in a tio n  b e tw een  th e  races , even
th o u g h  like  A parth e id  h ap p en ed  and  ev eryone 's  like  no  it's  all fine, b u t it rea lly  isn 't. 
I m ean  y ou  still see like  separa tion
I: Ja  um  do  y ou  th in k  lan g u ag e  is ev e r used , o r is it ev er a too l o f  separation
P: I th in k  so b ecau se  y ou  g e t th e  E n g lish  speak ing  p eo p le  w h ich  are n o rm a lly  w h ite
peo p le  and  th en  Z u lu  speak ing  w h ich  is no rm ally  th e  b lack  peop le , and  i f  y ou  can 't 
speak  each  o ther's  lan g u ag e  y ou  can 't co m m u n ica te  so 
I: j a
P: L ik e  y ou  can 't ()
I: C an 't ta lk  to  each  o ther
P: Ja, can 't ta lk  to  each  o ther
I: Ja. so do y ou  th in k  th e  a rtic le  has a po in t
P: Ja, I rea lly  do
C A S E : F5
P: T h a t like, w e  shou ld  be, um , tau g h t in  lan g u ag es th a t w e  u n d erstan d  in stead  o f  ju s t
lea rn in g  E ng lish . L ik e  w e  need  to  k n o w  m o st o f  th e  lan g u ag es th a t are  in  and  around  
D u rb an  and  A frica , w ell South  A frica. and  th a t ja , like  Z u lu 's  qu ite  im p o rtan t the  
lang u ag es o f  like  th e  cu ltu ra l...th ings 
I: M m m , ja , th e  p eo p le  like, around  us
P: Ja  (laughs)
I: U um , do yo u  th in k  th e  artic le  has a p o in t or
P: W ell, ja , (laughs) um ,
I: Y o u 're  a llow ed  to  th in k  it d o esn 't h av e  a p o in t (bo th  laugh)
P: N o  I th in k  it does, b u t um , like  w e  can 't rea lly  ch an g e  a lo t o f  th a t i f  -  w ell that's
w h a t I th in k
I: C h an g e  th e  schoo ling  system ?
P: W ell w e  can  ch an g e  it b u t it's  n o t lik e  w e 're  g o n n a  b e  like, 'k, y ou  h ave  to  do  Z u lu
now ' from  lik e  g rad e  1s h ave  to  do  Z u lu  and  th ey  n o t a llow ed  to  do A frik aan s or 
so m eth in g  lik e  th a t like  y ou  can 't really ... (c lears  th ro a t) y ou  can  im p lem en t it b u t 
it's  go n n a  b e  qu ite  d ifficu lt becau se  peop le , som e p eo p le  are  g o n n a  refuse. Ja.
I: Ja  th ere 's  a lw ays som ebody  w hose, w h o se  n o t happy. D o  y ou  th in k  there  cou ld  be
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a change  ov er tim e? o r sm all changes
P: N o, th e re  cou ld  be, defin ite ly , b u t it all depends on  th e  paren ts  and  the  ch ild ren
th em se lv es  b ecau se  like  i f  y ou  h ave  to  say to  paren ts , 'k  w e 're  g o n n a  start do ing  
E n g  u h  E n g lish  and  Z u lu  now , w e 're  n o t do ing  A frik aan s anym ore ', th en  som e 
paren ts  h ave  b een  b o u g h t up  in  like  an A frikaans, th ey  speak  A frik aan s and 
ev ery th in g  like  th a t so it's  qu ite  u n fa ir  on  them
C A S E : F6
P: I th in k  it's  try in g  to  say that, even, that, w h y  aren 't w e  p u sh in g  m o re  fo r A frican
lang u ag es in  South  A frica. A n d  that, in  a w ay, it's  say ing  th a t w h en  w e  have  an 
A frican  lan g u ag e  w e  are  ab le  to  co m m u n ica te  b e tte r  w ith  every o n e  in  ou r coun try  
as opposed  to  ju s t  h av ing  E n g lish  and  th en  on ly  b e in g  ab le  to  co m m u n ica te  w ith  a 
certain  p a rt o f  ou r country .
I: O kay  cool. D o  y ou  th in k  it has a po in t?  O r do yo u  th in k  it's  a b ig  one-sided?  O r . ..
P: U m .  I th in k  th a t it is a b it o n e-sid ed  to w ard s th e  fac t w e  need  to  p u sh  fo r m ore
A frican  lang u ag es and  th a t it'll b rin g  th e  coun try  m o re  together. B u t th en  there 's  
a lso  th a t peop le  th a t have  th e  A frican  lan g u ag es need  to  lea rn  Z u lu , I m ean  E nglish . 
It's  tw o  sided.
C A S E : F7
P: U m .  I th in k  it's  so rt've  te llin g  yo u  th a t w h y  S ou th  A frica 's  so d iffe ren t com pared
to  o th er countries. W h y  can 't w e  also.. w h y .  w h y  aren 't m o re  o f  o u r peo p le  m ore  
b ilin g u al I th ink .
I: O kay
P: Y a  so, w e  should , w e  shou ld  k n o w  th e  lan g u ag es th a t w e  are su rrounded  by.
I: O h okay
P: So, th e  cu ltu re  'b reak ', i f  I can say, isn 't as big.
I: O kay, so th e  d iv ide  b e tw een  th e  groups?
P: Ya.
I: U m , do yo u  th in k  it has a po in t?  O r do  y ou  th in k  it's  o f f  th e  m ark? O r .
P: N o  it does h ave  a point. B ut, um , it's, y a  it does have  a p o in t b ecau se  it te lls  u s  th a t
w e  should , as A fricans, w e  shou ld  and  b ecau se  w e 're  so d iv erse ly  ranged , w e  shou ld  
k n o w  th a t cu ltu res and  lan g u ag es th a t w e 're  su rrounded  by.
I: O h okay.
4
15
16
17
1
2
3
4
5
6
7
8
9
10
11
12
13
1
2
3
4
5
6
7
8
9
10
11
12
13
14
P: A n d  it's  a b ig, it's  a b ig  p o in t fo r South  A frica. B ecause, co m ing  from  A p arthe id
and  stuff. It's  th e  g e ttin g  to  k n o w  o f  o th er cu ltu res and  lan g u ag es does so rt o f  b ring  
u s together.
C A S E : M 1
I: H o p efu lly  n o t j a  () cool () um  () w h a t do  y ou  th in k  th e  g ist o f  th a t a rtic le  is?
P: I do n 't k n o w  w h a t g ist m eans
I: K in d  o f  w h a t it's  try in g  to  say
P: U m  I do n 't no  th a t peo p le  w an t u s to  lea rn  A frican  lang u ag es th a t are like  n a tiv e  to
S outh  A frica
I: O kay  cool () um  do  y ou  th in k  it has a p o in t o r do  y ou  th in k  it's  k in d  o f  m issin g  the
m ark?
P: N o t rea lly  cause  it says it w an ts  u s to  lea rn  an A frican  lan g u ag e  so w e  can  b eco m e
b e tte r  S outh  A frican s and  s tu ff  b u t it a lso  m en tio n s like  s tu ff  to  do  w ith  like  
eco n o m ica lly  (ob scu red ) o r so m eth in g  and  s tu dy ing  an A frican  lan g u ag e  isn 't go ing  
to  he lp  y ou  eco n o m ica lly  w o rld  w id e
I: O h okay
P: on ly  in  South  A frica  (4 lines)
C A S E : M 2
P: It's  b as ica lly  ab o u t I m ean  lan g u ag e  I m ean  y o u  k n o w  w e  have  11 d iffe ren t
lang u ag es in  th is  cou n try  and  I m ean  () lik e  () like  certain  k ind  o f  th ese  lang u ag es 
k in d  o f  (.) u h  go go  to  som e o f  fo r in stan ce  lik e  A frik aan s () A frik aan s go  m ore  to  
th e  like  k in d  o f  A frik aan s k in d  o f  po p u la tio n  () b u t fo r lik e  m e n o w  I m ean  I'm , I'm  
H ind i ()so  n o w  I m ean  n o w  I do n 't have  th e  opp o rtu n ity  to  lea rn  m y  ow n m o th er 
to n g u e  () =
I: = Ja  =
P: =  y ou  see I m ean  like  H ind i
I lo v e  w atch ed  m an y  H in d i film s and  s tu ff  rig h t th e re  and  y ou  k n o w  I'm  rea lly  in to  
H ind i and  () =
I: =  Ja=
P: =  and  I m ean  y ou  k n o w  I do n 't ge t th e  opp o rtu n ity  to  ac tua lly  lea rn  the
lan g u ag e  () =
I: =  J a  =
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P: =  It's  m y  m o th e r to n g u e  I m ean  m o st ou r p rayers are  done w ith  H ind i
() =
I: =  Ja  =
P: =  y ou  see so it's  it's  it's  a b it o f  a d isad v an tag e  () I m ean  one p o p u la tio n  o f  th is
coun try  has a ch ance  to  k in d  o f  yo u  k n o w  ()=
P: =  lea rn  th e ir  m o th e r to n g u e  b u t w e  aren 't ()
so it's  a b it u n fa ir  b u t an y w ay  th a t's  that.
I: Ja  um  do  you  th in k  th e  a rtic le  has a p o in t in  w h a t it's  say ing?
P: Ja  it does I m ean  i f  y o u  lo o k  at it I m ean  w e  are u h  like  a m u ltirace  in  th is  coun try
() I m ean  w e  all like  u h  e leven  o fficial lang u ag es I m ean  I th in k  it's  go o d  () b u t I do 
th in k  I m ean  th ey  n o t lo o k in g  to  u h  u s like  o th er k in d a  races 
I: Ja  o th er g roups
P: O th er g roups y ou  k n o w  I m ean  okay  fine  y ou  do have  Z u lu s  y ou  do  h av e  X h o sa
and  s tu ff  and  there , b u t w h a t ab o u t th e  o thers I m ean  () =
I: =  Ja  =
P: =  I m ean  I I still feel th a t there 's
still m o re  lan g u ag e  th an  y o u  seeing  n eed  to  b e  p u t in  ou r coun try  
I: N eed  to  b e  rep resen ted
P: Ja, exactly
I: U u u m m m  h o w  do y ou  feel ab o u t b e in g  tau g h t in  E n g lish ?  I m ean  I assum e y o u r
fam ily  is E n g lish  w ell u ses  E ng lish?
P: Ja  w ell th ey  E n g lish , th ey  speak  f lu en t E n g lish  () I m ean  I do n 't rea lly  h av e  any
p ro b lem s w ith  E n g lish  I m ean  it's  I 'm  m ean  at school it does ge t a b it d ifficu lt at 
tim es () b u t I m ean  it's  n o t to o  d ifficu lt ()
I: Ja
P: Y o u  k n o w  I I u n d e rstan d  w h at's  go ing  on () u h  E n g lish  is a sub jec t th a t does ask  a
lo t o f  you, I m ean  it does cause  yo u  to  th in k  a b it y o u  k n o w  () =
I: =  Ja  does o ffer som e o f  y o u r ow n
o p in ions y ou  k n o w  so () it  does ge t a b it cha llen g in g  () b u t I I m ean  I en joy  it 
espec ia lly  o rals and  =  s tu ff  lik e  th a t so 
I: =  Ja  =
I: O okay  () do  y ou  see y o u rse lf  as an E n g lish  person? Is E n g lish  p a rt o f  yo u  o r is it
ju s t  y ou  k n o w  b ecau se  o f  y o u r c ircu m stan ces th a t's  th e  lan g u ag e  y ou  h ave  so you  
m ake  do  or
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P: I th in k  it's  () I th in k  E n g lish  is a p a rt o f  m e w h e th e r I like  it o r n o t () =
I: =  O k ay  =
P: =  I m ean  it's  b een  w ith  m e since I w as  b o rn  () =  Ja  =  b u t y ou  k n o w  also  i f  y o u  lo o k
at H ind i () I m ean  H ind i has also  b een  w ith  m e yo u  k n o w  since I w as lik e  since I 
w as bo rn  I've  b een  () y o u  k n o w  k in d a  c lose  co n tac t w ith  th a t k in d  () o f  y o u  k n o w  
side o f  m y  life  so j a  I m ean  it's  b o th  y ou  k n o w  it's  a m ix tu re  o f  b o th  I th ink .
C A S E : M 4
P: W ell I th in k  it's  try in g  to  like  g ive  m o re  peo p le  op p o rtu n ities  to  lea rn  in  th e ir
language  
I: O k ay
P: S o  th ey  can  u n d erstan d  w h a t th ey 're  lea rn in g  b e tte r
I: O k ay  do  y ou  th in k  it has a p o in t or
P: U m  it d e fin ite ly  h as a p o in t b u t I m ean  like  I I I can 't im ag in e  th em  do ing  it b ecause
it's  h a rd  to  sp lit up  peo p le  in  th e ir  d iffe ren t lan g u ag e  g roups so it w o u ld  b e  lik e  I
it's  h a rd  to  go like  to  a g ro u p s o f  p eo p le  and  ju s t  like  say w h o  speaks A frik aan s
okay  y ou  go  to  th a t th a t school and  like  w h o  speaks E n g lish  go  to  th a t school 
I: M m  okay  so yo u  th in k  it m ig h t ju s t  cause  m o re  p ro b lem s?
P: O h  ja  I th in k  it a lso  m ig h t cause  m o re  lik e  rac ism  to w ard s o ther
I: O k ay  o th er g roups
P: Ja
C A S E : M 7
P: T h a t u h  I th in k  it's  'cause  it's  u n fa ir  th a t peo p le  th a t do  n o t speak  E n g lish  h ave  to  be
tau g h t in  E n g lish  and  th a t w h en  p eo p le  and  it like  a ffects th e ir  g rad es and  th e ir  
ab ility  to  co m m u n ica te  w ith  o thers w h en  th ey  ge t o u t o f  school and  s tu ff  like  th a t 
I: O h  okay  cool um  so y ou  th in k  it has a po in t
P: Y es () to  an ex ten t
I: W h a t ex ten t
P: U m  uh
I: F eel free  to  say w h a tev er y ou  w an t
P: O h  okay  u h  i f  y ou  w an n a  ta lk  to  som eone  th en  ob v io u sly  it'll b e  easiest speak ing
in  y o u r ow n lan g u ag e  'cause  y ou  u n d ers tan d  it b e tte r  b u t i f  yo u  speak ing  to  som eone  
and  it's  n o t th e ir  lan g u ag e  th en  th ey  w o n 't u n d e rs tan d  it b e tte r  so th e re  shou ld  be  
like  a b a lan ce  b e tw een  w h ich  lan g u ag e  yo u  speak  to  th em  to  and  th e  u n d erstan d in g  
and  s tu ff
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Q u e s tio n  2: Is  L a n g u a g e  (E n g lis h /Z u lu )  E x c lu s iv e  o r  In c lu s iv e
C A S E : F1
I: Ja, cool. um , do  you  th in k  th a t E n g lish  is ever u sed  to  exc lude  peop le
P: I'm  n o t sure ...it, I do n 't th in k  it's  necessa rily  on pu rpose , it ju s t  h ap p en ed  th a t w ay  I
th in k  w h en  th e  B ritish  cam e dow n  here  it ju s t  b ecam e  system atic , ob v io u sly  a lo t 
o f w h a t I, o u r s tud ies com e from  o th er coun tries, E u ro p ean  co u n tries and  s tu ff and 
fro m  overseas, so th e  cu rricu lu m  is g en era lly  w ritten  in  E n g lish  okay
I: Ja
P: B u t I 'm  n o t sure, I do n 't th in k  it necessa rily  ( )  is to  ex c lu d e  ()  I th in k  it's  ju s t  the
w ay  it's  h ap p en ed  () i f  ev eryone  spoke Z u lu  I th in k  y ou  k n o w  it w o u ld  b e  a d iffe ren t 
story. o u r s lec tu res  w o u ld  b e  in Z ulu. B u t u n fo rtu n a te ly  b ecau se  I m ean  it's  no t 
from  here  () =
I: = Ja
P: = I  th in k  th a t's  th e  w h o le  th in g  () it has caused  ex c lu sio n  () b u t I do n 't th in k  it's
necessa rily  to  exc lude
I: D o  yo u  ev e r feel like, say  Z u lu  is u sed  to  exc lude  p eo p le?  w ell Z u lu  speakers m igh t
u se  a lan g u ag e  som etim es
P: I th in k  um , w h en ev er, I th in k  Z u lu  p eo p le  are  p ro u d  o f  th e ir  cu lture, lik e  at school
I a lw ays find  like, they 'll speak  Z u lu  and  it'll like, y o u  k n o w  like, yo u  can  te ll, they 'll 
tell a jo k e  and  they 'll say it in  E n g lish  and  it doesn 't sound  as funny. B ecau se  it's  
like  an in sid e  jo k e  so, I do n 't th in k  it's  u sed  to  ex c lu d e  p eo p le  I th in k  it's  u sed  to  
em brace  the  fac t th a t th ey  can  ac tua lly  speak  tw o  languages
I: O kay, cool. D o  yo u  eve w ish  y ou  cou ld  ju s t  jo in  in
P: A h  gosh  I do. th ey  lo o k  like  th ey 're  h av in g  so m u ch  fun  and  w e 're  ju s t  like, 'I w ish
I k n ew  w h a t y ou  g uys are ta lk in g  about'
I: S o  y ou  don 't feel like  th ey 're  ta lk in g  ab o u t you
P: N o, no, I I I ju s t  w ish  I k n ew  w h a t w as  go in g  on, it ju s t  lo o k s lik e  such a ball
I: O r else  yo u 're  ju s t  lau g h in g  (bo th  lau g h ) u h h h h
P: Ja  try  'cause  a lo t o f  like , som e o f th e  g irls, w h en  th ey 're  speak ing  Z u lu , th ey  u se
lo ts  o f  like  h ands and  I'll try  and  w o rk  out. and  I rem em b er one girl w as like  
tran s la tin g  fo r m e, it w as ju s t  so b rillian t (bo th  laugh ing )
C A S E : F2
I : .. .d o  yo u  th in k  th a t E n g lish  is u sed  to  exc lude  peop le  o r n o t
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P  :
I : 
P  :
I : 
P  :
I :
P: (3b)
C A S E : F5
I:
P:
I:
P:
I:
P:
I do n 't th in k  it exc ludes p eo p le  on  pu rp o se  I th in k  w h en  y ou  k n o w  th e  lan g u ag e  you  
ju s t  ten d  to  speak  y ou  do n 't do  it in ten tio n a lly  'oh  m y  gosh  I'm  n o t go ing  to  speak  
E n g lish  b ecau se  she d o esn 't k n o w  it'
O h okay
Y o u  k n o w  th a t (.) yo u  y o u  ju s t  na tu ra lly  y ou  ju s t  ten d  to  speak  E n g lish  to  th a t 
pe rso n  y ou  do n 't rea lly  rea lise  th a t 'oh  m y  w o rd  le t m e speak  in  A frik aan s b ecause  
she can a lso  u n d erstan d  as w ell as th e  perso n  y ou  ta lk in g  to ' and  som e p eo p le  I 
k n o w  so m etim es if  y ou  w an n a  say som eth in g  and  yo u  do n 't w a n t anyone  e lse  to  
h ea r y ou  w o u ld  co m m u n ica te  in  a lan g u ag e  th a t m ay b e  o th er p eo p le  do n 't so it can 
b e  exc lusive  
ja
S o  j a  and  I k n o w  b ecau se  um  I k n o w  all th e  Z u lu  g irls  in  ou r c lass th ey  speak  Z u lu  
fu ll on  to  each  o th er n o t b ecau se  th ey  try in g  to  b e  m ean  o r ex c lu d in g  u s b u t b ecause  
th ey  m o re  com fo rtab le  do ing  th a t and  y ou  k n o w  w h en  som eth ing 's  rea lly  fu n n y  and 
it invo lves th e  w h o le  class w e  all p rac tica lly  sitting  th e re  lik e  'w hat' so 
D o  y ou  ever feel a b it lik e  (.) u n co m fo rtab le  o r aw k w ard  like  w h en  =
=  w ell I do n 't feel
u n co m fo rtab le  o r aw k w ard  I ju s t  feel 'm an  I w o u ld  rea lly  like  to  k n o w  Z u lu  righ t 
n o w  so I can b e  in v o lv ed  in  th is '
U m , do yo u  th in k  E n g lish  is ever u sed  to  exc lude  p eo p le  or 
I don 't th in k  so b ecau se  lik e  i f  - I do n 't k n o w  i f  I 'm  tak in g  th e  q u estio n  rig h t - but, 
if  =
=  tak e  it w h a tev er w ay  y ou  w a n t =
=  (laughs) b u t if  lik e  um  y ou  can 't rea lly  use  
it to  exc lude  o r in c lu d e  peo p le  b ecau se  som e p eo p le  do  k n o w  h o w  to  speak  E n g lish  
so th ey 'v e  a lw ays b een  tau g h t h o w  to  speak  E n g lish , som e peo p le  have  n ev e r heard  
E n g lish  before , som e p eo p le  in  A f, South  A frica. So, y ou  I do n 't th in k  it w as used  
to
Ja, so um , do yo u  th in k  th a t m aybe, cos if  th e  o r th e  econ o m y  and  T V  and  um  
g o v ern m en t is all in  E n g lish  that, th en  th a t th a t is th en  a w ay  o f  u s in g  E n g lish  so 
exc lude  p eo p le  w h o  do n 't speak  E n g lish  w h o  are g en era lly  p o o re r or 
N o t rea lly  b ecau se  it's  n o t rea lly  th e ir  fau lt th a t th ey  do n 't speak  E nglish . L ik e  you
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do g e t channels  in  th e ir  lang u ag es so th ey  can w a tch  that, o r lik e  som e th in g s are 
tran sla ted  fo r th em  like  soccer, rugby , som e o f th a t s tu ff is tran s la ted  fo r those  
people.
I: O k ay  cool, um  do y ou  ever th in k  o r have  y ou  ever ex p erien ced  it b e in g  th e  o ther
w ay  ro u n d  w h ere  y o u 'v e  fe lt ex c lu d ed  becau se  y o u  on ly  speak  E n g lish  o r like  
an o th er lan g u ag e  is used.
P: S om etim es in  o u r school lik e  w ith  th e  g irls  in  ou r g rad e  like  w h en  th ey 're  ta lk in g
Z u lu  o r w h a tev e r and  th en  th ey  try n a  say som eth ing , and  o r th ey  say som eth ing  
ab o u t y ou  o r som eth ing  in  Z u lu  and  th en  yo u  sit th e re  and  yo u 're  lik e  y ou  can  h ea r 
y o u r nam e b u t y ou  do n 't rea lly  k n o w  w h a t th ey 're  say ing
I: O h okay  so y ou  can  ac tua lly  tell th a t th ey 're  say ing  so m eth in g  (bo th  lau g h in g ) okay.
D o es th a t m ak e  y ou  feel a b it, 'hm m m '
P: It's  like  I w ish  I k n ew  h o w  to  speak  Z ulu . (bo th  laugh)
C A S E : F6
I: D o  y ou  th in k  E n g lish  is u sed  to  exc lude  p eo p le?  O r do  y ou  see it m o re  as an
in c lu siv e  language.
P: A c tu a lly  I do n 't th in k  th a t it's  u sed  to  ex c lu d e  peop le . It's  ju s t  th e  lan g u ag e  m ost
peo p le  in  th e  w o rld  do speak  E nglish . O r they 'll k n o w  som e E ng lish . So it's  n o t th a t 
w e 're , th a t y o u 're  b e in g  elite , it's  ju s t  th a t m o st peo p le  k n o w  E n g lish ; it's  m ore  
w ide ly , like, in te rn a tio n a lly  spoken.
I: Y a  defin ite ly . So in  S outh  A frica  do yo u  see it as m ore  o f  a lan g u ag e  th a t includes
peo p le?
P: I th in k  so, 'cause  no  m atte r  w h ere  y ou  go, i f  y ou  speak  at least o n e . . . . i f  th e  o ther
perso n  speaks at lea s t one w o rd  o f E n g lish  o r th a t are  ab le  to  u n d ers tan d  th en  you  
can com m unica te . B u t th en  y ou  a lso  cou ld  do th a t w ith  A frik aan s o r an o ther 
language. So, I dunno.
I: O h okay, so yo u  th in k  it's  th e  in te rn atio n a l pull th a t m akes E n g lish  stronger.
P: Ya.
(p ick ing  up  from  e lsew h ere  in  th e  in te rv iew )
I: . . . .  U m , have  y ou  ever b een  in  th e  s itua tion  w h ere  y ou  fe lt like  Z u lu  has b een  used
to  exc lude  p eo p le  o r ex c lu d e  you, as an E n g lish  speaker, m ay b e  n o t necessa rily  
in ten tionally , b u t . ?
P: I th in k  d efin ite ly  at school if, 'cause  w e 're  do ing  th e  p refec t th in g  n o w  -
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I: O h okay.
P: A n d  if  y ou  say, if  y ou  rep rim an d  som eone  and  th ey 'v e  go t th e ir  w h o le  g roup  o f
friends there, they 'll im m ed ia te ly  start ta lk in g  in  Z ulu . A n d  y ou  k n o w  it's  ab o u t you, 
so rt o f  th in g . . .y o u  can 't u n d e rstan d  it b ecau se  y ou  don 't k n o w -
I: O h okay  =
P: =  So in  th a t sense  =
I: =  it m akes y ou  feel =
P: =  I ju s t g e t ov er it.
I: O h g o s h .  th a t m u st b e  frustra ting .
P: Ya.
C A S E : F7
P: I th in k  it's  m o re  o f  an in c lu siv e  lan g u ag e  b ecau se  th e  p eo p le  now , th e  m ajo rity  o f
th e  peop le  n o w  k n o w  E n g lish  as firs t lan g u ag e  and  I th in k  w h en  peo p le  ta lk  an o ther 
lan g u ag e  it so rt o f  does ex c lu d e  you.
I: O kay, h ave  y ou  ev e r had  situa tions like  th a t w h en  y ou  feel ex c lu d ed ?
P: Ya.
I: C an  yo u  g ive  m e an ex am ple?
P: A h  y ou  k n o w  at school som etim es, n o t necessa rily  here, b u t i f  y o u 're  like  in  P rim ary
School you 'll h av e  like, it'll b e  ev ery b o d y  ju s t  like  ta lk in g  and  th en  you 'll h av e  like  
m aybe, th e  n o n .  like, okay, I do n 't w an n a  b e  rac is t o r an y th in g  b u t you 'll have  like  
th e  b lack  p eo p le  o r w h a tev e r and  they 'll ju s t  s tart th e ir  ow n con v ersa tio n  in  Z ulu. 
A n d  y o u 're  k in d a  like, 'w ell everyone  e lse  is s itting  here, w h y  m u st y o u . '
I: Separate  y o u rse lf
P: Ya.
C A S E : M 1
P: U m  I th in k  m o re  in c lu siv e  ‘cause  it's  k n o w n  b e tte r  w o rld w id e  th an  th an  like  an
A frican  language
I: O h okay
P: A n d  even  if  y ou  do  have  a d iffe ren t lan g u ag e  it's  still go ing  to  crea te  a b a rrie r
b e tw een  u h  p eo p le  b ecau se  th ey  still don 't u n d e rs tan d  y ou  even  if  it's  E n g lish  o r a 
d iffe ren t A frican  lan g u ag e  so
I: O h okay  so y ou  w o u ld  say it's  m ore  in c lu siv e  th an  exc lusive
P: ja
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I: H av e  y ou  ever b een  in  a situa tion  w h ere  yo u 'v e  fe lt say like  Z u lu  has b een  u sed  to
exclude  y ou  b ecau se  y ou  do n 't speak  it or
P: um  ( )  n o t rea lly
I: N o t rea lly  ()  do  y ou  com e across m u ch  Z u lu  in  y o u r day  to  day  like
P: U m  w ell m y m aid  at ho m e she o ften  like  speaks across th e  w all to  o u r n ex t door
n e ighbours ' in  Z u lu  b u t ( )  th a t's  I do n 't rea lly  th in k  it's  ab o u t m e so I'm  n o t too  
affec ted
C A S E : M 2
I: O kay  um  do y ou  th in k  E n g lish  in S outh  A frica  is ever u sed  to  exc lude  p eo p le  or
w o u ld  yo u  say it's  m o re  o f an in c lu siv e  lan g u ag e?
P: I th in k  it's  b as ica lly  to  in c lu d e  p eo p le  () I m ean  E n g lish  () it's  it's  a p o p u la r language
I m ean  it's  to  co m m u n ica te  y ou  k n o w  it's  one  o f th e  m o st p o p u la r lang u ag es in  th is  
co u n t...in  in  the  w o rld  () so I th in k  y ou  k n o w  it it's  v ita l () I I m ean  it's  n o t to  exclude 
peo p le  at all () okay  if  lik e  p eo p le  from  rural areas y ou  k n o w  peop le  th a t do n 't get 
enough  ed u catio n  w ill su ffer th ey  w ill d e fin ite ly  su ffer due to  ou r past () b u t I m ean  
I still feel th ey  shou ld  m ake  an e ffo rt to  at lea s t learn  a little  b it o f  th e  lan guage  () 
it's  u se fu l () y ou  k n o w  () so ja
I: Ja  um  do  y ou  ever fin d  say Z u lu  b e in g  u sed  to  ex c lu d e  p eo p le  have  y ou  ever b een
in  a situa tion  w h ere  y o u 'v e  fe lt y o u r () b ecau se  yo u  can 't speak  Z u lu  yo u 'v e  b een  
like
P: Jaa  in  a w ay  I m ean  like  like  fo r in stan ce  w ith  m y  friends like  w h en  th ey  ta lk  Z u lu
like  I m ean  lik e  I 'm  okay  w h at's  go ing  on I d o n 't k n o w  w hat's  g o in g  on in the  
con v ersa tio n  I do n 't k n o w  w h e th e r th ey  ta lk in g  ab o u t m e o r n o t y ou  k n o w  so it 
cou ld  b e  any th in g  y ou  see so it does you  k n o w  ra ise  a b it o f  susp ic ion  () y o u  k n o w  
w h a t th ey  ac tua lly  ta lk in g  y ou  like  keeps m e cu rious I w o u ld  like  to  k n o w  w h at 
th ey  ta lk in g  ab o u t so I can  jo in  in  th e  co n v ersa tio n  () b u t I m ean  y ou  k n o w  () th ey  
w h en  th ey  can 't speak  to  m e th ey  speak  to  m e in  E n g lish  () th ey  th ey  k n o w  fo r a 
fac t th a t if  th ey  w an t m e to  k n o w  som eth ing , they 'll sw itch  to  m y  language.
C A S E : M 6
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I: D o  y ou  th in k  th a t E n g lish  is u sed  to  ex exc lude  p eo p le  o r do y ou  th in k  it's  m o re  o f
an in c lu siv e  language
P: W ell it's  it's  lik e  a language  th a t if  y ou  w an n a  b e  a b ig  b u sin essm an  th a t y ou  p retty
m u ch  n eed  to  speak  b ecau se  p eo p le  from  F ran ce  and  A u stra lia , N ew  Z ea lan d  all o f 
th o se  p laces can  speak  E n g lish  and  um  lik e  specia lly  in  A m erica  and  E n g lan d  they  
all speak  E n g lish  um  and  th a t it's  it's  n o t rea lly  th e ir  fau lt th a t it  exc ludes peop le  
th a t can 't speak  E n g lish
I: O k ay
P: U m  so it's  ju s t () b eco m e a certain  w ay  o f life  th a t p eo p le  h ave  to  () n o t ab ide  by
b u t i f  th ey  w a n t to  g e t fa r  th ey  h av e  to  lea rn  to  speak  E n g lish
I: O k ay  so it's  a too l th ey 're  go n n a  n eed  at som e p o in t
P: Y eh
I: U m  do y ou  ever fin d  o r have  y ou  ev e r b een  in  a s itua tion  w h ere  y ou  feel like  say
Z u lu 's  b een  used  to  ex c lu d e  y ou  as som eone  w h o  doesn 't speak  it
P: U um
I: H av e  y ou  b een  in  th a t k in d  o f situa tion  or
P: W ell ju st lik e  ju s t like  the  Z u lu  b o y s in  school I m ean  th ey  w h en  th ey  th ey  so rt o f
s tick  to g e th e r and  w h en  th ey  speak  y ou  h av e  no  id ea  w h a t th ey 're  say ing  w h ich  is 
fin e  b ecau se  th a t's  th a t's  w h a t th a t's  th e ir  m o th e r to n g u e  and  th ey  all speak  it um  
b u t yo u  k n o w  it's  I do n 't rea lly  feel lik e  p eo p le  speak ing  in  th e  su p erm arket 
speak ing  to  each  o th er in  Z u lu  it yo u  can  I can ju st accep t it b ecau se  th a t's  th e ir  
m o th e r to n g u e  I m ean  I'm  n o t g o in g  to  speak  A frik aan s  to  m y m om  ju st b ecau se  I 
can
I: Ja  b ecau se  o th er peo p le  a ro u n d  y ou  u n d erstan d
P: Ja
C A S E : M 7
I: U m  do  y ou  th in k  th a t E n g lish  is ever u sed  to  exc lude  peo p le  o r do  y ou  th in k  it's
m o re  o f an in c lu siv e  lan guage
P: It cou ld  b e  u sed  to  ex c lu d e  p eo p le  I th in k  w h en  yo u  do n 't w an t certa in  peo p le  to
h ea r w h a t y o u 're  say ing  like  say som eone  w h o  speaks A frik aan s  o r Z u lu  and  you  
do n 't w an t th em  to  u n d ers tan d  w h a t y o u 're  say ing  say y o u 're  ta lk in g  to  a friend
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m ay b e  you 'll speak  to  th em  in  E n g lish  like  in  h ig h er vocab  so th ey  don 't u n d erstan d  
w h a t y o u 're  say ing
I: U m  do  y ou  th in k  th a t any th a t th e  coun try  u ses it to  ex c lu d e  p eo p le  or=
P : = u u h  =
I: =  o r do yo u  th in k  it's  ro le  in  th e  coun try  is m o re  of an in c lu siv e  one
P : I  th in k  it's  m o re  o f an exc lu siv e  in  m y op in ion
I: O kay  () w h y  w h a t
P: I ju st feel th a t th ey  u se  it to  to  n o t speak  o pen ly  to  every o n e  th ey  use  it to  in  th e ir
ow n conv ersa tio n s ja
I: O kay  cool um  do y ou  ev e r fin d  th a t th a t a lso  h ap p en s w ith  say Z u lu  y ou  ever in  a
situa tion  w h ere  y ou  fin d  Z u lu  is u sed  to  exc lude  y ou  as an E n g lish  speaker 
P: Ja
I: W h a t () can  y ou  g ive  an ex am p le  of
P: L ik e  () say  like  if  I'm  at ho m e and  like  th e  guards and  stuff u h  are like  ta lk in g  like
th ey  do n 't w a n t () like  they 'll b e  ta lk in g  to  m e in  E n g lish  th en  all o f a sudden  they 'll 
like  say som e like  w h isp e r so m eth in g  am o n g st th em se lv es  in Z u lu  
I: O h okay  and  th ey  yo u 're  lik e  'w h a t d id  y ou  say?
P: B u t ja
I: ‘K  b u t does it m ake  y ou  u n co m fo rtab le  w h en  th ey  do th a t
P: Ja
I: O kay  cool () w ell n o t 'cool' b u t (bo th  laugh) u u m  has it ev er h ap p en ed  at school
th a t type o f  th ing  
P: K in d  o f  ja
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Q u e s tio n  3: W h y  d id  y o u  ch o o se  A f r ik a a n s  F A L , D o y o u  th in k  k n o w in g  Z u lu  w o u ld  b e  
u se fu l, D o y o u  see la n g u a g e s  as p u re ly  sch o o l s u b je c ts  o r  life  sk ills
C A S E : F1
I: ‘C ause  I m ean , lik e  yo u  h ave  a lo t o f  school w o rk  anyw ay  so, I a ssum e y o u  tak e
A frik aan s as a 2 nd  language?
P: Ja, exactly  ja . I try  and  w atch  7nde L aan  cause  I do n 't even  u se  A frik aan s you
k n o w
I: Ja  it's  n o t like  you  h ea r m u ch  A frik aan s (b o th  lau g h in g ) um , b u t d id  y ou  take
A frik aan s o v e r Z u lu  b ecau se  o f  y o u r m ark s or
P: U m , I to o k  A frik aan s b ecau se  I do  h av e  som e h isto ry  o f  A frikaans, so, and  m y
dad kn o w s it, bu t, a lso  becau se  I ju s t  w as rea lly  -  I m ean  I g o t good  m ark s fo r 
Z u lu , it's  n o t -  b u t I b a ttled  w ith  th e  lan g u ag e  it w as qu ite  d ifficu lt. I'm  actua lly  
to ld  A frik aan s is p ro b ab ly  easie r th an  Z u lu  so.
I: P ro b ab ly  cause  it's  a m o re  sim ila r lan g u ag e  to  E n g lish
P: Ja
I: A n d  also  yo u  do like  y ou  say y o u r dad  can  speak  it, so p ro b ab ly  y ou  w o u ld  h ea r it
and  g e t m o re  h e lp  w ith  it.
P: Ja
I: I f  y ou  asked  y o u r dad to  h e lp  y ou  Z u lu  h o m ew o rk
P: L aughs
I: W o u ld  he  b e  ab le  to  h e lp  you?
P: I do u b t it
(from  e lsew h ere  in  in te rv iew  -  Q 5)
I: Ja, um , so w o u ld  you  say y ou  see lang u ag es m o re  as life  sk ills th an  ju s t
stric tly  school subjects?
P: Ja, [I w o u ld  actually]. [that is a good p o in t] , j a  it [is p ro b ab ly  a life  skill I guess],
b ecau se
I: b u t yo u 're  k in d  o f  fo rced  to  do it as a school su b jec t or
P: it's, uh , it's  it's , j a  it is like  a, f  (), w ell like, I th in k  A frikaans, i f  I had  th e  cho ice  I
w o u ld n 't do  it. y ou  know , b u t at th e  end  o f  th e  day, it's  tru e  th a t b ecau se  o f  the  
w ay  th ey  teach  it, it's  ju s t  like  so, 'and  th is  is th e  ru le  and  th is  and  th is ', in stead  o f  
saying, 'okay, le t’s ju s t, le t's  tak e  th is  to  a real th ing . L e t’s tak e  th is  to  a real life  
s ituation , you 're  m ee tin g  an A frik aan s person . try  and  have  a conversa tion ', you  
k n o w
I: okay
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C A S E : F2
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th ey  do n 't p u t it ou t lik e  th a t . so m ay b e  i f  th ey  ad v ertised  it d iffe ren tly  I w o u ld 'v e
b een  like, w ell, ac tua lly  th is  is im p o rtan t I need  th is , y ou  know . C os w h en  I go to
N am , w h en  I w e n t to  N am ib ia , I co u ld n 't co m m u n ica te  as w ell as I w an ted  to  w ith
A frik aan s p eo p le  so, y ou  know . b u t on ly  th en  d id  I realise . A t school it's  like, ju s t
tak e  it y ou  know , y ou  d o n ’t  h ave  to
as lo n g  as y ou  can  do y o u r beg rip sto e ts  y o u 're  fine.
exactly , j a  it like  (obscu red ) th ing
so so y ou  feel like  th ere 's  no  opp o rtu n ity  fo r y ou  to  develop  y o u r Z u lu , say 
Ja, um , I shou ld  p robab ly . Y o u  know , i f  I, I should , I i f  p u t in  e ffo rt I ’d p robab ly  
cou ld  bu t, um ,
it's  n o t like  yo u  h av e  lo ad s o f  tim e  ly in g  a round  do ing  no th in g
Ja, I know , I th ink , I I tak e  m y h a t o f f  to  p eo p le  w h o  can speak  b o th  languages,
‘cause  th a t is, I m ean  h ec tic  yo u  know . it's, bu t, ho n estly  I'm , h o n estly  like  afte r 
school I w o u ld  p ro b ab ly  pu rsu e  it cause  a lo t of, I w as like, one o f  th e  th in g s I w as 
th in k in g  o f  do ing  w as do in g  dev e lo p in g  com m unities, and  i f  I w as to  go  to  a rural 
a rea  I w o u ld  h ave  to  speak  an A frican  language , so I w as th in k in g  yes d efin ite ly  
a fte r school, i f  th a t b ecam e  an o p tion  I w o u ld  h av e  to  learn  a lan g u ag e  so
O kay  cool so it's  G rade  7 so (.) w h en  g irls  com e in to  th e  school they 'll choose 
im m ed ia te ly  to  do A frik aan s (.) okay  w h en  I w as  here  it w as g rad e  8 y o u  had  to  
do Z u lu  and  A frik aan s y ou  chose  in  g rad e  9 um  do you  do y ou  w h y  d id  you  
choose  A frik aan s
W ell h o n estly  like  I w an ted  to  tak e  Z u lu  b u t m y  m ark  w as h ig h er in  A frik aan s so 
I lo o k ed  m o re  at th e  m ark s th an  w h a t I rea lly  w an ted  to  do  cos it's  w h a t's  go n n a  
g e t m e w h ere  I w an t to  b e  one day
Ja  no  I k n o w  I d id  th e  I th in k  m y Z u lu  m ark  w as like  55 o r som eth in g  and  I w as 
like  no  I can 't do  th a t okay  do  y ou  fin d  E n g lish  th a t A  sorry  n o t E n g lish  A frik aan s 
easie r th an  Z u lu  o r (.)is it ju s t  m o re  su p p o rt a t hom e 
W ell like  m y  paren ts  speak  full on  A frik aan s and  Z u lu  
O h okay
A s w ell as o th er lan g u ag es and  it's  v e ry  irrita tin g  cause 
H o w  com e th ey  go t to  do  y ou  k n o w
T h ey  w ere  ju s t  v e ry  exp o sed  to  a lo t o f  p laces and  th ey  th ey  love  to  travel so
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th e y ’v e  b een  all ov er th e  w o rld  and  th ey  go  b a c k  and  fo rth  so th ey  ju s t  p ick  up  on
ev ery th ing
O kay
A n d  um  lik e  m y  do m estic  w o rk e r is (.) o r som e p eo p le  w h o  I k n o w  th e  Z u lu  (.) is 
easie r to  u n d ers tan d  even  th o u g h  I do n 't sp eak  Z u lu  b u t i f  som ebody  says 
so m eth in g  to  m e in  Z u lu  I can p ick  up  on  p ick  up  on it b u t it's  lik ew ise  w ith  
A frik aan s b u t I a lso  d id  F ren ch  and  I fo u n d  th a t A frik aan s fo r m e w as h a rd e r th an  
F ren ch  even  th o u g h  I d id  it fo r  lo n g er 
O h okay
S o  fo r m e I'd  say  it's  p re tty  h ard  b u t n o w  th a t th e  teach in g  o f  A frik aan s it w as 
v e ry  v ag u e  w e  w eren 't ev e r p u t in to  dep th  and  w e  w ere  v e ry  fo o d  sped 
O h okay
S p o o n  fed  (bo th  laugh) sorry  and  th en  um  I th in k  la te ly  w e  recen tly  like  th is  g rade  
w e 'v e  b een  rea lly  tau g h t th e  ru les like  w ell en o u g h  and  w e  ju s t  n o w  sta rting  to  full 
u n d e rstan d  =
= O o o o o h  =
= W h at w e  say ing  and  it's  like  w e  s itting  in  c lass and  w e  lik e  'that's 
w h a t w e  supposed  to  be  
L ik e  a lig h t bu lb
A n d  th a t sp ark  com es on and  n o w  w e  speak  A frik aan s to  each  o th er like  
so m etim es and  it's  k in d a  cool
D o  do y ou  th in k  (.) so y o u  ob v io u sly  chose to  tak e  F ren ch  
Y es
D o  y ou  th in k  it w as cos y o u  had  to  tak e  A frikaans 
O h no
A n d  y ou  chose to  tak e  F ren ch  th a t you
U h  th ey  o ffe red  F ren ch  as a 3rd  add itiona l lan g u ag e  i f  y ou  w an ted  to  and  I d id  it 
fo r  2 and  a h a lf  y ears b u t th a t h a lf  a y ea r I k in d a  rea lised  th a t F ren ch  i f  y ou  w an n a  
tak e  it in  g rade  10 yo u  h ave  to  tak e  it as a p ro p er sub jec t so I w o u ld  have  to  drop 
e ith e r one o f  m y  cu rren t sub jec ts  and  I w asn 't p lan n in g  to  do th a t so I d ropped  
cause  I 'm  I w as like  I 'm  n o t go in g  to  w rite  tw o  m o re  exam s w h en  I'm  n o t gon n a  
A lso  i f  y o u 're  n o t go ing  to  u se  it 
Ja
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also  i f  you 're  n o t g o in g  to  u se  it 
j a
um  do  y ou  th in k  k n o w in g  Z u lu  b e in g  ab le  to  ta lk  in  Z u lu  w o u ld  b e  usefu l to  
y o u  in  y o u r life  n o w  I m ean
I th in k  it w o u ld  espec ia lly  b ecau se  I d o n ’t  m ean  th is  in  a rac is t w ay  b u t it is  South  
A frica  and  th e  m ajo rity  o f  th e  p eo p le  liv in g  in  S o u th  A frica  are  A frican s and  th e ir  
trad itio n a l lan g u ag e  is Z u lu  and  i f  y ou  w an n a  go  anyw here  o r i f  y ou  w ere  
stranded  w h ich  is p ro b ab ly  a lo n g  shot 
it cou ld  hap p en  () y ou  ca r b reak s d o w n  (bo th  laugh)
y o u  k n o w  th ere 's  a lw ays A frican  p eo p le  w h ich  y o u  can  co m m u n ica te  to  and  the  
th in g  is E n g lish  is a m u ch  h a rd e r lan g u ag e  to  lea rn  th an  Z u lu  I m ean  it is k now n  
to  b e  th e  h ard est lan g u ag e  to  try  and  lea rn  and  th e re fo re  A frican  p eo p le  w h o  are 
in  ru ral areas and  so on th e ir  E n g lish  is n o t spo t on and  som etim es th ey  don 't 
u n d e rstan d  yo u  o r th ey  m isu n d erstan d  y ou  o r th ey  do n 't k n o w  h o w  to  help  y o u  or 
say any th in g  b ack  to  y ou  b u t i f  y ou  use  Z u lu  th a t w o u ld  b e  m u ch  m ore  easie r to  
cope w ith  
help  b rid g e  the  gap 
ja
um  i f  i f  yo u  cou ld  tak e  Z u lu  w ith o u t it lik e  b e in g  a m ark  req u irem en t so it 
w asn 't g o n n a  affec t y o u r m ark s u h  o r a ffec t y o u r school w o rk  do yo u  th in k  
y o u  w o u ld  o r y o u 'd  like  to
u h  I w o u ld  um  I d id  um  I do  lo ts  o f  lan g u ag es w h en  th ey  o ffe r it like  F ren ch  
P o rtu g u ese  S p an ish  
j a  ju m p  at the  chance
j a  I th in k  it's  v e ry  use fu l to  have  a v a rie ty  o f  lang u ag es
so do  y ou  see lan g u ag es m ore  as life  sk ills th an  as school sub jects o r do  you
see th em  as school sub jects
I w o u ld n 't say I w o u ld n 't say school sub jec ts  b u t I a lso  w o u ld n 't say  life  sk ills cos 
like  w ith  S pan ish  and  G erm an  I k n ew  th ere  w as a v ery  sm all chance  o f  m e ever 
n eed in g  th a t b u t it's  fo r  m e (coughs) so rry  it's  ju s t  a personal like  w h a t's  th e  w ord  
a ffec tion  to w ard s languages 
y o u 're  ju s t  a lan g u ag e  perso n  
ja
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I k n o w  w h a t it's  like
um  and  y ou  do n 't k n o w  w h ere  y ou  go in g  to  end  u p  one day  so I m ean  y ou  cou ld  
end  up  trav e llin g  o r y o u r  jo b  cou ld  send  y ou  o v erseas and  y ou  gon n a  n eed  it so 
j a  um  () do  y ou  feel th a t y o u  k in d a  n o t g iven  m u ch  o f  an op p o rtu n ity  to  lea rn  
Z u lu  b ecau se  it's  y ou  k n o w  yo u  can 't tak e  it as a su b jec t any m o re  cause  o f  
y o u r m ark s and y ou  do n 't nece  do yo u  feel yo u  do n 't n ecessa rily  y ou  nev er 
cha llen g ed  to  speak  it m aybe  uh
w ell I w o u ld n 't say th a t I'd  say ok ay  () w h en  yo u  () w h ere  y ou  had  th e  cho ice  o f
Z u lu  o r A frik aan s it m ade  th e  w o rk  lo ad  easie r so w e 're  v e ry  like  all hap p y  w ith
th a t and  m ajo rity  o f  u s  w e n t w ith  th e  m arks n o t w ith  w h a t w e  w an ted  to  do  b u t I ’d
say i f  w e  d id  w h a t w e  w an ted  to  do it w o u ld n 't rea lly  affec t u s in  any w ay  becau se
w e 'd  w e 'd  b e  hap p y  w ith  th e  cho ice  w e  m ad e  b u t b ecau se  I d id  it on  m ark  b ased  I
w o u ld  p erso n a lly  I w o u ld  b e  I w o u ld  like  to  have  done Z u lu
D id  (.) do  y ou  k n o w  any  o f  th e  g irls  th a t d id  tak e  Z u lu  (.) ob v io u sly  y ou  k n o w
th em  it's a v e ry  sm all school
A n d  d ropped  to  A frik aan s
Ja  did they
Ja  th ey  h ave  th ere 's  ab o u t 3 g irls  w h o  have  th is  y ea r w h o  have  jo in e d  m y 
A frik aan s class
So are th e re  any  g irls  n o n -Z u lu  speak er tak in g  Z u lu  
U h  the  3 th a t d id  drop th ey  w ere  
So I m ean  still no w  
N o
O k ay  and  do yo u  k n o w  w h y  th ey  d ro p p ed  or
T h ey  said  it w as h ard  to  cope as w ell n o t b ecau se  th ey  d id n 't fu lly  u n d ers tan d  and 
I suppose  w h en  y ou  are  in  a c lass w h ere  th e  m ajo rity  are  a lready  Z u lu  speakers 
cause  o f  th e ir  ancesto rs and  ev ery th in g  and  th ey  speak  it a t ho m e th ey  ten d  to  
w o rk  m u ch  m ore  faste r and  g e t th e  cu rricu lu m  done q u ick er and  at a fas te r pace 
so fo r o th er p eo p le  it w as a b it h a rd e r to  catch  on cause  
T h ey  co u ld n 't rea lly  lea rn  it w h ile  th ey  a lready  k n ew  it okay  
Ja
Sham e m an  th a t sucks (.) um  th en  y ou  have  to  start tak in g  A frik aan s aga in  
Ja  th ey  b u t th ey  tak e  on v e ry  qu ick ly  like  ou r n ew  A frik aan s teach e r she's
5
115 prac tica lly  th e  f irs t A frik aan s teach e r she w h o  w e n t th ro u g h  every  ru le  w ith  u s in
116 dep th  so fo r u s it w as rea lly  he lp fu l and  it's , n o w  th a t I k n o w  h o w  to  speak  a b it o f
117 A frik aan s it's  like  I I'm  hap p y  w ith  th a t I to o k  it I th in k  th ere 's  a d iffe rence
118 b e tw een  do ing  th e  su b jec t and  n o t k n o w in g  w h a t yo u 're  d o in g  and  th en  do ing  the
119 su b jec t and  k n o w in g  w h a t yo u 're  say and  k n o w in g  w h a t yo u  read  ()  it changes
120 persp ec tiv e
121 I: ‘C ause  th en  it h e lps w ith  m o tivation
122 P: It does b ecau se  once  yo u  start do ing  w ell y ou  k in d a  fig u re  o u t th a t i f  y ou  carry  on
123 y ou
124 I: Y o u  can do th is
125 P: Ja  so
C A S E : F4
1 I: Ja  p ro b ab ly  n o t um  do  y ou  tak e  A frik aan s no w
2 P: Ja
3 I: D id  yo u  tak e  it b ecau se  o f  m arks or
4 P: U m  I n ev er rea lly  u n d ers to o d  Z u lu
5 I: O k ay
6 P: B u t I m ean  i f  I had  b een  go o d  at it and  I u n d e rs to o d  it, I w o u ld  h av e  tak en  it
7 I: I I a ssum e y o u r paren ts  can help  y ou  w ith  A frik aan s
8 P: K in d  o f  (laughs) th ey 're  n o t th e  b e s t a t A frik aan s e ither
9 I: O h  rea lly ?  (laughs) com e on  y o u r m o th e r liv ed  in  W elk o m  she shou ld  b e  ab le  to
10 help. S ham e m y  paren ts  w ere  terrib le . um  okay  d id  so y ou  w o u ld 'v e  done Z u lu  at
11 prim ary  school
12 P: Ja  up  to  g rad e  7 I th in k
13 I: okay  and  w as w as th e  teach in g  ju s t  n o t help fu l a t all like
14 P: I do n 't know . it ju s t, it  ju s t  w asn 't so m eth in g  I g rasp ed  onto
15 I: th ey  n ev e r ex p la in ed  it to  you
16 P: L lik e  I d id n 't u n d e rstan d  th a t there  w ere  so m an y  w o rd  ru les and
17 I: Ja  cause  it's  d if f  it's  d iffe ren t to  E n g lish
18 P: A n d  the  vocab  is h a rd  to  say and
19 I: Ja  (bo th  laugh) and  y o u 're  lik e  I h ea r th is  b u t I can 't do  it
20 P: I can 't say  it
21 I: Ja  um  do  do y ou  see lang u ag es m o re  as school sub jec ts  o r th in g s th a t cou ld  like
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life  sk ills o r th in g s th a t co u ld  b e  usefu l
P: I th in k  it's  m o re  o f  a life  skill b u t I m ean  y ou  do n eed  to  lea rn  it w h ich  w ill b e  a
school su b jec t b u t um  it's so m eth in g  th a t b rin g s  p eo p le  to g e th e r () it crea tes un ity  
b e tw een  p eo p le  b ecau se  i f  y ou  cou ld  all speak  th e  sam e lan g u ag e  th en  y ou  can 
u n d erstan d  w h a t each  p e rso n  w an ts 
I: j a  (in te rv iew  in te rrup ted )
(from  la te r -  p o st in te rru p tio n )
I: um  i f  y ou  cou ld  tak e  a lan g u ag e  n o t as a school su b jec t and  it d id n 't a ffec t yo u r
sch o o lw o rk  do  y ou  th in k  y ou  w o u ld  b e  m o re  in c lin ed  to  m ay b e  p ick  it up  
P: p robab ly
I: cause  it's  q u ite  tax in g  y o u  fin d  it's  q u ite  tax in g  on  y o u r tim e  =
P: =  j a  =
I: = to  do A frik aan s um  and
y o u 're  'bu t I'm  n ev e r go in g  to  u se  th is ' - do  y ou  feel like  yo u 're  n ev e r go in g  to  use  
Z u lu  o f  A frikaans
P: I th in k  I cou ld  u se  Z u lu  b ecau se  y ou  find  m ore  Z u lu  speak ing  p eo p le  than
A frik aan s speak ing  p eo p le  
I: j a
P: I m ean  I d o n ’t  th in k  I'm  ever g o in g  to  u se  A frik aan s (bo th  laugh)
C A S E : F6
I: U m , w h a t w as  y o u r reaso n  fo r ch o o sin g  A frik aan s?
P: W ell fo r m e it w as m o stly  spelling , 'cause  I can 't spell, so fo r Z u lu  I couldn 't. So I
chose  A frik aan s b ecau se  it w as an easie r o p tion  fo r m e.
I: Y a  okay. So, like, w o u ld  y o u r m arks p ro b ab ly  h ave  b een  affec ted  i f  y ou  had  taken
Z u lu ?
P: Y es I th in k  so. A lso , n one  o f  m y fam ily  has  a b ack g ro u n d  o f  do in g  Z ulu . So it
w o u ld 'v e  b een  h a rd e r fo r m e becau se  I w o u ld n 't have  b een  ab le  to  go  ho m e and 
ask  som ebody  w h o  cou ld 've  he lp ed  m e.
I: -- w h o  co u ld 've  he lp ed  you , ya. U m , do  y ou  th in k  that, b e in g  in  D u rb an  o r N atal,
k n o w in g  Z u lu  w o u ld  b e  u se fu l?  O r does it n o t rea lly  a ffec t y o u r life, do  y o u  no t 
rea lly  h ear m uch  o f  it o r com e in to  co n tac t w ith  it?
P: W ell m y paren ts  w o rk  in  tow n, so I do  h ea r q u ite  a fa ir  b it  o f  Z ulu . So in  th a t
case, yes it w ould . B u t a lan g u ag e  like  A frikaans, w e  do n 't rea lly  u se  it here.
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I: okay, So yo u  feel lik e  Z u lu  w o u ld  p ro b ab ly  b e  m ore  usefu l th an  A frikaans?
P: Ja.
I: U m , in  y o u r op in ion , do y ou  see lan g u ag e  as m o re  a school su b jec t th a t need
to  b e  tak en  and  p assed  o r as, like, sk ills  th a t can b e  u sed  in  life? O r  a m ix tu re  
o f  bo th?
P: I th in k  a m ix tu re  o f  b o th  b ecau se  w e  h av e  to  lea rn  it, b u t th en  a skill w o u ld  be,
like, ‘cause  I need  to  go to  P re to ria  and  y ou  n eed  that, y ou  need  th a t m ark  to  b e  o f  
a certain  standard  b ecau se  th e  lec tu res  w o u ld  b e  in  A frik aan s and  th e  p eo p le  
a round  y ou  w o u ld  speak  m o stly  A frik aan s and  y ou  h ave  to  co m m u n ica te  w ith  
them . S o ...
(from  e lsew h ere  in  in te rv iew )
P: It's  a lso  th e  w ay  teach e rs  teach  a subject. A n d  I k n o w  th a t m y g rad e  is b a ttlin g  a
b it w ith  A frik aan s n o w  'cause  in  the  b eg in n in g  it w asn 't tau g h t w ith  en thusiasm  
and  w e  n ev e r rea lly  cared  really . I f  y ou  w ere  go o d  at it th en  y ou  w ere  go o d  and  i f  
y o u  w e ren 't th en  y ou  ju s t  w eren 't.
I: O h  really?
P: A n d  n o w  w e 're  sta rting  to , w e 'v e  go t a n ew  teach e r now , and  so w e 're  try in g  to
b e tte r  th o se  m arks.
I: O k ay
P: So, w h a t shou ld 've  h ap p en ed  in  g rade  e ig h t is n o w  h ap p en in g  la te r dow n  th e  line.
I: So it's  like  d e layed  -
P: Ja
I: I had  th a t w ith  m y  Z u lu  teach e r in  p rim ary  school. 'cause  w h en  I s tarted  do ing
Z u lu  it w as th e  f irs t y ea r th a t M odel C schoo ls had  started  tak in g  it. A n d  m y Z u lu  
teach e r co u ld n 't speak  a w o rd  o f  E n g lish  and  w e  co u ldn 't speak  a w o rd  o f  Zulu. 
So w e  ju s t  u sed  to  sit th e re  and, like, lo o k  at each  other. L ik e  w h en  w e  had  a test, 
like  a vocab  test, w e 'd  b e  like, “ ih em p e” and  she 'd  like  to u ch  and  p o in t a t the  
th in g  and  w e  w ere  like, “ oh, th a t's  w h a t yo u  m ean ” . *both  laugh*
I: So n o .  it w as like  -
P: A lso  w ith  Z u lu  in  P rim ary  School, it  w as a lo t like  th a t; th e  answ ers w ere  g iv en  to
you. So w h en  yo u  g o t to  g rad e  e ig h t y ou  th o u g h t A frikaans, Z u lu  w o u ld  b e  m ore 
d ifficu lt n o w  'cause  th ey  w o n 't g ive  y ou  th e  answ ers.
I: Ja, 'cause  n o w  it's a H ig h  School subject. So th e  teach in g  d efin ite ly  -
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T here 's  a lo t o f  d iffe ren t aspec ts  th a t y ou  h ave  to  lo o k  at.
Ja  and  teach in g 's  a h u g e  one. I f  y ou  have  a teach e r w h o  d o esn 't rea lly  care  th en  
y o u 're  n o t go n n a  care  either.
Ja, so like  w ith  rural schoo ls, th e  teachers, I 've  h eard  -  b ecau se  m y  m om  w as an 
ex -teach er -  she said  th e  teach ers  a ren 't good. Som e o f  th em  do n 't p itch  -  
O h  rea lly?
Ja. She said, som e o f  th em  don 't even  have  p ro p er deg rees and  th ey 're  still at 
school.
W ow .
So th ere 's  a lso  th a t th a t th ey  h ave  to  lo o k  at; w h e th e r th ey 're  ac tu a lly  teach in g  
E n g lish  properly .
O kay , w h a t m ad e  y ou  ch oose  A frik aan s?
U m , * lo n g  p au se*  I dunno , at firs t I th o u g h t it w o u ld  b e  a lan guage  m o re  w ild ly  
know n, peop le  w id e ly  know . A n d  p eo p le  are  n o w  say ing  th a t A frik aan s cou ld  be  
a dy ing  lan g u ag e  and  Z u lu  cou ld  b e  a lan g u ag e  th a t co u ld  b e  (.)
A n  up  and  co m in g  -
Ja, ja , ja , j a , j a .  it's  up  and  co m ing  and  th a t shou ld  have  b een  a b e tte r  option . B u t 
fo r m e A frik aan s w o u ld 'v e  b een  easie r and  th a t w as th e  th in g  then.
O kay, d id  y o u r po ten tia l m arks in flu en ce  y o u r dec ision?  So d id  y ou  g e t b e tte r 
m ark s -
Ja, ja , j a  I did, so m ark s p lay ed  a role.
O kay  cool. U m .  do y ou  th in k  th a t w ith  liv in g  in  N ata l, th a t k n o w in g  Z u lu  w o u ld  
b e  usefu l?
Y es d efin ite ly  b ecau se  i f  y ou  () say fo r ex am ple  y ou  go  dow n  in to  to w n  -  I dunno  
i f  y ou  go  d o w n  in to  to w n  -  b u t m y g ran  stays d o w n  th ere  so w e  w alk , w ell w e  
d o n ’t  w alk , b u t w e  go  d o w n  there  and  m y  m om  likes w a lk in g  in to  to w n  ju s t  to  go 
to  all th e  dodgy  shops, fo r w h a t reaso n  I d o n ’t  know .
Ja  m y m om  does th a t too.
B u t y ou  go  in  th e re  and  th en  there , p eo p le  speak  th e  Z u lu  lan g u ag e  and  i t ’s n ice  to  
k n o w  w h a t’s h ap p en in g  a round  y ou  and  to  b e  aw are  o f  y o u r su rround ings. A nd  
ya, I th in k  it a lso  m akes y ou  a b e tte r  South  A frican .
In  w h a t w ay?
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B ecau se  South  A fricans, S outh  A frica  is v e ry  d iverse. So i t ’s, I th ink , it sh o u ld n ’t 
b e  a ru le , b u t it shou ld  b e  a th o u g h t go in g  th ro u g h  every  South  A frican s head  th a t 
m ay b e  y ou  shou ld  co n sid er lea rn in g  all th ree  m ain  languages.
O h okay. So like  th e  E n g lish  and  th e  A frik aan s and  th e  Z ulu?
Ja.
So, um , if, if, eh, i f  say Z u lu  w a s n ’t  som eth ing  th a t w o u ld  affec t y o u r m ark s and 
i f  it w as m o re  o f  a life  skill th an  a, a school subject, b ecau se  I a ssum e fo r y o u  th a t 
lang u ag es are  m o re  o f  a su b jec t th a t y ou  h av e  to  tak e  at school and  y ou  have  to  
p ass than , like, p a in tin g  a t ho m e -  y o u ’re n o t g o n n a  ju s t  lea rn  Z u lu  at hom e 
b ecau se  y ou  can. I f  it  w e re  m ore, like, o u tsid e  o f  school, do  y ou  th in k  th a t y ou  
w o u ld  w an t to  k n o w  Z ulu? U m ..
Ja  defin itely . I w an t to  k n o w  w h a t’s h ap p en in g  aro u n d  m e s o .
Ja, i t ’s a b ig  -
Ja, you  d o n ’t  exactly  w an n a  b e  w a lk in g  d o w n  th e  road  and  y o u ’re  like, ‘w ell w h a t 
is every o n e  ta lk in g  abou t, I d o n ’t  u n d e rs tan d ’ .
(lau gh ing ) w as a lo n g  tim e  ago  () um  () d id  y ou  ge t a cho ice  o f  tak in g  Z u lu  or 
A frik aan s in  H ig h  school or
U h  yes I did, I chose  A frikaans. A frik aan s I th in k  is a sub jec t th a t I I k n ew  a little
m o re  th an  Z u lu  so th a t's  w h y
okay  so y o u r m arks w ere  p ro b ab ly  a little  b it b e tte r
Ja  exactly  ja .
Ja  um  () so do y ou  see lang u ag es like  A frik aan s and  Z u lu  and  s tu ff  p u rely  as 
school sub jects () so it e ffec ts  y o u r m ark s () n o t as like  a skill th a t w o u ld  he lp  you  
in  South  A frica
Y es I () I do  see it as a su b jec t that's  th a t () e spec ia lly  A frik aan s () I m ean  to  be  
h o n es t w ith  y ou  I do n 't like  th e  sub jec t 
Y o u  ju s t  w an t to  g e t th e  m ark
I ju s t  w an t to  g e t th e  m ark  () it's  one o f  th e  sub jects th a t's  rea lly  p u llin g  m e dow n 
y o u  k n o w  espec ia lly  m y  ag g reg ate  and  s tu ff  like  th a t so ja .
W h a t m ade  y ou  choose  A frik aan s o v e r Z ulu?
W ell firs tly  'cause  i f  y ou  choose A frik aan s y ou  go  to  a w h o le  separate  set o f
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people. Y o u  change  y o u r c lass com plete ly . So all y o u r sub jects w o u ld  b e  w ith  
Z u lu  speak ing  peo p le  
O h  okay
Ja , and  I  w o u ld n 't w a n t to  b e  ()  w ith  peo p le  w h o  aren 't m y  frien d s , w h o  speak  
Z u lu  only.
O kay. H o w  m any  peo p le  are  () tak e  Z ulu?
I th in k  in  o u r g rade  I th in k  it's  like  4 peop le
O h okay  um  u h  w h a t w as I go in g  to  say () w o u ld  th e  y o u ’re  th e  fac t th a t y ou  w ere  
y o u  b e tte r  at A frik aan s th an  y ou  w ere  at Z ulu?
I w as b e tte r  a t Z u lu  I w as at A frikaans 
oh really
b u t p eo p le  d id  say th a t Z u lu  ge ts  m u ch  h a rd e r () as it p ro g resses  as w ell as the  
standard  o f  te s tin g  in  m atric  a lo n g  w ith  it
O h right. I w o u ld  im ag in e  so. N o w  th e  peop le  w h o  do tak e  Z u lu  are th ey  m ain ly  
Z u lu  speakers?
Y es () b u t I h eard  th a t th ey 're  n o t so w ell in  Z u lu  b ecau se  th ey  can  speak  b u t no t 
w rite
O h okay  so it's  m o re  ju s t  w h a t th ey  k n o w  from  
Ja  hom e
O kay  th a t’s in te restin g  ()um  fo r y ou  do y ou  see lan g u ag es m o re  as school 
sub jects to  b e  lea rn t and tes ted  o r () do  y ou  ()are  th ey  m ay b e  a lso  sk ills  th a t 
can b e  u sed
I th in k  I h a v e n ’t  u sed  A frik aan s o th er th an  at school b u t I guess th a t i f  y ou  liv e  in  
som ew here  else  like  F ree  State, G au ten g  m ay b e  th en  y ou  w o u ld  n eed  it.
u h  w h a t m ad e  y ou  choose  A frikaans
um  u h  p ro b ab ly  the  fac t th a t I w as b e tte r  a t it m ean  I fin d  Z u lu  q u ite  con fusing  
j a  so I m ean  y o u r m ark s w o u ld  ob v io u sly  b e  a ffec ted  i f  yo u  to o k  Z u lu  
j a  ja
um  I assum e y o u r paren ts  can  help
and  and  and  th e  fac t th a t all th e  p eo p le  in  th e  Z u lu  c lass are  Z u lu  speak ing  peop le  
() so like  th e ir  h o m e lan g u ag e  is Z u lu  and  I w o u ld n 't rea lly  like  b e  ab le  to  like  
u n d erstan d
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okay  () do  yo u  th in k  th a t a ffec ts  th e  teach ing?  
um  ()
u h  so i f  y ou  w ere  to  b e  a second  lan g u ag e  lea rn er in  the  second  lan g u ag e  c lass b u t 
w ith  f irs t lan g u ag e  speakers
j a  I I th in k  it w o u ld  affec t m e j a  I th in k  I w o u ld  g e t a lo t w o rse  m ark  in  th a t c lass 
th an  I w o u ld  in  a peo p le  () in  a c lass th a t every o n e  is a t th e  sam e level as m e 
okay  cool um  () h o w  m any  p eo p le  in  th e  g rad e  tak e  Z u lu
um  I do n 't th in k  nearly  as () as th e  am o u n t th a t tak e  A frik aan s n o t n early  th e  
am o u n t um  () I I th in k  ab o u t 1 c lass 
oh okay
I th in k  th ere 's  on ly  one class
okay  cool () and  m ain ly  Z u lu  speakers () in  it
oh  ja , like  th e  w h o le  c lass are  lik e  Z u lu  speakers
okay  um  h o w  m an y  p eo p le  in  y o u r g rad e  tak e  Z u lu
uu m  it's ab o u t 10 I'd  say  () It's  all th e  Z u lu  b o y s () I th in k  ******* is p ro b ab ly  the
on ly  In d ian  b o y  th a t tak es  it j a
okay  um  do y ou  k n o w  h o w  he fin d s it?
um  I m ean  I spoke to  h im  on F rid ay  ab o u t it () he  said  it's  q u ite  to u g h  b u t he 's 
g e ttin g  th e re  um  I k n o w  in  g rad e  e ig h t th ey  w ere  say ing  () like  I h ad  som e o ther 
friends th a t d ropped  Z u lu  
oh okay
and th ey  w ere  say ing  th a t p eo p le  the  Z u lu  b o y s w ere  lik e  lau g h in g  at th em  like
'w h a t are  th ey  do ing  here ' like  b u t speak ing  in  Z u lu  ab o u t th em  b u t y ou  cou ld  sort
o f  p ick  up  th a t th ey  m o ck in g  y ou  fo r lik e  'w hy are yo u  here ' so rt o f  th in g  um  b u t
he 's  fin d in g  it okay  b u t I m ean  Z u lu 's  p ro b ab ly  like  a rea lly  h ard  lan g u ag e  so he
m u st he  can 't b e  acing  it
espec ia lly  in  a c lass o f  m o th e r to n g u e  speakers
ja
Ja  sham e m an  um  w h a t m ad e  y ou  ch oose  A frik aan s ov er Z u lu
uu m  I ju s t  it's  a w h o le  lo t easie r I th in k  and  th a t w e  d id  a w h o le  lo t m ore
A frik aan s in  the  p rep  school
oh okay
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um  th an  Z u lu  lik e  w e  h ad  Z u lu  tw ice  a w eek  and  A frik aan s everyday  
okay
I th in k  uu m  and  it's  ju s t  like  I so rt I lik e  th e  lan g u ag e  like  speak ing  it like  
so m etim es ju s t  fo r  jo k e s  lik e  I speak  in  A frik aan s and  s tu ff  um  it's  ju s t  a lo t n ice r 
th an  th an  Z u lu  like  it sounds n ice r and  all th a t it's  Z u lu  yo u  ju s t  h av en 't b een  
exp o sed  to  it th a t m u ch  and  y ou  go an y w here  in  South  A frica  lik e  I 've  b een  a lo t 
o f  p laces in  South  A frica  and  ev ery w h ere  b u t K Z N  is A frikaans 
ja
E v en  ju s t  trav e llin g  to  M o zam b iq u e  th ere 're  so m an y  peo p le  from  G au teng  and  all
o f  th a t (laughs)
okay  so y ou  can g e t by
ja
um  I a lso  assum e th a t y o u r  paren ts  can  p robab ly  he lp  y ou  m o re  w ith  A frikaans 
th an  w ith  Z u lu  
Ja  ja  j a
can y o u r paren ts  speak  any  Z u lu
um  m y  dad  can  speak  a b it o f  F an ag o lo  like  to  th e  g a rd en e r and  s tu ff  () b u t I m ean
he kn o w s th e  b asic  s tu ff  p ro b ab ly  p ick  up  a few  w o rd s in  a co n versa tion
okay
b u t m y m om  can 't speak  m u ch  e ither
(bo th  ch u ck ling ) I k n o w  y o u r m om  () she 's v e ry  sw eet um  do y ou  th in k  th a t 
k n o w in g  Z u lu  w o u ld  b e  usefu l
I th in k  it w o u ld  () b u t to  a certa in  ex ten t like  y ou  can speak  to  th e  te lle rs  at th e  at 
superm arkets  um  () b u t I m ean  it rea lly  d id n ’t  do n 't th in k  it'd  ge t y ou  th a t fa r  () 
b ecau se  th ey  do n 't rea lly  speak  it o v erseas o r i f  y ou  w an n a  go overseas it's  no t 
go in g  to  he lp  y ou  at all
j a  j a  and  do  y ou  do  y ou  n o t rea lly  com e in to  co n tac t w ith  it m u ch  in  y o u r day 
to  day  life
no  b esid es  at school o r th a t's  it b asica lly  
j a  so it doesn 't rea lly  
no  no
com e in to  y o u r life
no  no  it's  n o t every w h ere  a ro u n d  m e at all no
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Q u e s tio n  4: N e lso n  M a n d e la  Q u o te
C A S E : F1
I: do  yo u  th in k  he 's  g o t a p o in t there?
P: D efin ite ly , I th in k  um , yo u  k n o w  it  w as uum , w h en  m y gran  goes to  G reece, w hen
m y gran  w e n t to  G reece  she cou ld  speak  flu en tly  in  th e ir  language , and  w h en  sh, 
w e  w en t ov er and  stayed  in  a res tau ran t and  stuff, th ey  w ere  lik e  so am azed  th a t she 
cou ld  speak  th e  lan g u ag e  and  ev ery th in g  and  th ey  said, 'you  k n o w  th an k  you ' and 
th en  I tried  to  do  it b u t I d id n 't speak  it w ell. th ey  actually , th e  guy  said  said, 'it's so 
n ice  to  h ea r som eone  ac tua lly  in te rested  in  m y language , and  try in g  to  u n d erstan d  
m e', b ecau se  y ou  know , it's  a lm o st like  resp ec t y ou  know .
I: Ja , y ou  resp ec t th e  perso n
P: y o u  resp ec t th e  p e rso n  ja , y ou  show  y o u r resp ec t b y  speak ing  th e ir  language.
C A S E : F3
I: Ja. um  do y ou  th in k  so, "..." do  you, do y ou  th in k  he 's on to  so m eth in g  w ith  that?  I
m ean
P: Ja, I do. I th in k  it's  um , j a  it, I th in k  th ere 's  d e fin ite ly  it's  it crea tes like  a so rt o f  like,
m akes y ou  so m ew h at personal w ith  som eone. L ik e  I k n o w  um , I com e from  like  
um , a fam ily  w h ere  y ou  k n o w  In d ian  peo p le  a lso  k in d  o f  speak  d iffe ren t languages, 
and  I m ean  I k n o w  like, it's  ju s t  a lw ays, it's  a lo t m o re  h eartfe lt and  sincere  w h en  
y o u  speak  to  som eone  in  in  like  a lan g u ag e  th a t th ey  th ey  rea lly  u n d ers tan d  and  th a t 
it's  not. It's n o t like  ju s t  say ing  so m eth in g  th a t y ou  say everyday  in  E n g lish  to  
ev eryone  else.
I: th ere 's  m o re  m ean in g  b eh in d  it.
P: Ja,
I: um  can  y ou  speak  b its  and  p ieces o f  th o se  o th er languages?
P: m h m m  (n eg a tiv e)
I: n o t really , g ree tings
P: I'm  terrib le , n o t (all o b scu red  due to  m u m b lin g )
I: it's  like  w ith  Z u lu  I can  on ly  ge t up  to  like  U saphilana?
P: Ja  (lau g h s)
C A S E : F4
I: j a  um  th ere 's  a quote  in  th e re  from  N e lso n  M an d e la  um  ov er here  som ew here . W h a t
do yo u  th in k  ab o u t th a t quo te  y ou  th in k  it's  tru e  or
I th in k  it's  tru e  I m ean  I th in k  a Z u lu  speak ing  p e rso n  w o u ld  apprec ia te  it i f  you  
spoke to  th em  in  th e ir  m o th e r tongue
P:
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I: okay
P: like  I m ean  I w o u ld  app rec ia te  th a t to o  i f  som eone  w o u ld  speak  to  m e in  a lan g u ag e
th a t I u n d e rsto o d  b ecau se  it m akes yo u  feel m o re  co m fortab le  
I: do  yo u  ap p rec ia te  it w h en  p eo p le  speak  to  y ou  in  E n g lish  w h en  yo u  can  tell it's  no t
th e ir  language
P: j a  I I adm ire  like  th em  try in g  b ecau se  I m ean  fo r m e to  ta lk  to  som eone  in  A frik aan s
is B izarre  (b o th  lau g h in g ) so i f  I tr ied  to  ta lk  to  som e to  som eone  I th in k  th ey  w o u ld  
ap p rec ia te  m e try in g  to  co m m u n ica te  w ith  th em  like  th a t
C A S E : F5
I: um  w h a t do  y ou  th in k  o f  that, like  w h a t do  y ou  th in k
P: um
I: y o u  th in k  th ere 's  so m eth in g  to  it o r ()  w h a t do y ou  th in k  he 's  try in g  to  say
P: w ell lik e  I k n o w  th a t w h en  I speak  to  say like  a shop  assis tan t say i f  y ou  k n o w  w h at
th e ir  lan g u ag e  is th ey 're  like, 'oh  m y  w ord '. th ey 're  so su rp rised  ab o u t it, so I th in k  
th a t it ac tua lly  does to u ch  p eo p le  in  a w ay  i f  y ou  k n o w  th e ir  language  and  k n o w  
h o w  to  speak  it, i f  yo u 're  from , say like  i f  you 're  w h ite  
I: i f  you 're  ob v io u sly  n o t a Z u lu  speaker
P: Ja, lik e  I'm  p retty  sure th a t it does, go  to  th e ir  heart
I: Ja  I suppose
P: I th in k  it's  qu ite  a go o d  quo te
C A S E : F6
I: Y a. U m , do  y ou  th in k  he  has a p o in t w ith  that?  D o  y ou  th in k  th a t that's , that's
so m eth in g  that's  true?  T h a t -  ?
P: I th in k  that, if, th a t he  h as a rea lly  good  p o in t b ecause , a lso  w h en  I w en t overseas
i f  y ou  g ree t som eone  in  th e ir  ow n lan g u ag e  and  th ey  k n o w  yo u 're  a fo re ig n er they  
ju s t  resp ec t y ou  th a t m u ch  m ore  fo r tak in g  th a t in itia tiv e  and  try in g  to  a t least 
u n d e rstan d  th e ir  language.
C A S E : F7
I: U m ... e h . .. Y a, N e lso n  M an d e la  has a quote  in th is  article . W ell th ey  h ave  a quote
b y  M an d e la  in  th e  m id d le  there. It says th a t i f  y ou  ta lk  to  a m an  in  th e  lan g u ag e  th a t 
goes to  h is heart, um , do y o u  th in k  he 's  on to  som eth in g  w ith  that?
P: Ya. I th in k  he  is b ecau se  i f  I, okay  w ell, m y g ranny  speaks T am il, m y  relig ion , so
th ey  speak  T am il at ho m e and  i f  th ey  h ad  to  tell m e som eth ing  in  T am il I w ou ld , I
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w o u ld  rem em b er w h a t th ey  say, even  i f  I d id n 't k n o w  w h a t it m eant. It w o u ld  a lw ays 
stay  w ith  m e w h a t th ey  and  th en  m ay b e  at a la te r  stage I'd  fin d  ou t w h a t it m ean t 
b u t it  w o u ld  a lw ays b e  w ith  m e th a t's  th e  o rig inal lan g u ag e  I'm  supposed  to  speak.
I: O kay , so it m eans so m eth in g  to  you?
P: Ya.
I: A n d  do y ou  ever, like, try  and  ta lk  to  th em  like  -
P: Y a  I'm  try in g  to  learn  th e  Tam il
I: A n d  I a s s u m e .  w h a t w as  th e ir  reac tio n  i f  y ou  -
P: I f  I d i d .  no  no, m y  gran , sham e, th ey  help  m e.
I: W ell I im ag in e  th ey  app rec ia te  it and  =
P: =  Ya.
I: Ya. H o w  do y ou  feel w h en  p eo p le  w h o  y ou  can te ll aren 't E n g lish  ta lk  to  y o u  in
E n g lish  even  i f  y ou  can  tell it's  n o t rea lly  ()
P: It tak es  lo ts  o f  courage. I so rt o f  So I feel, I feel ad m ira tio n  fo r th em  b ecau se  it's
n o t th e ir  firs t lan g u ag e  and  th ey  are try in g  to  speak  a lan g u ag e  th a t is w id e ly  k now n  
a round  th e  w orld . So I ad m ire  th e ir  co u rage  and  th e ir  en thusiasm .
C A S E : M 1
I: .  oh  th ere 's  an a rtic-a rtic le  quo te  in  th is  artic le  b y  M an d e la  N e lso n  M an d e la  in  the
m id d le  here  it says " if  y o u  talk" um  do yo u  th in k  he 's on to  so m eth in g  w ith  th a t do 
y o u  th in k  th a t's  true
P: um
I: w h a t do  y ou  th in k  he 's  try in g  to  say w h a t do  y ou  th in k  he  m eans by  it g o es  to  h is
heart
P: I'm  n o t sure I th in k  it's  lik e  ( )  i f  ( )  (sta rts  lau g h in g )
I: so i f  som eone  ta lk s  to  y ou  in  E n g lish  and  y ou  can  tell th ey  n o t an E n g lish  speaker
like
P: it it's  so rt o f  like  it m akes y ou  feel a sense  o f  resp ec t fo r  th em  cause  th ey  try in g  to
speak  to  yo u  and  y ou  m ay b e  som etim es fee lin g  like  to u ch ed  b y  it o r som eth ing  
(m u m b les)
I: okay  h ave  y ou  ev e r had  a situa tion  w h ere  yo u 'v e  g ree ted  som eone  in  th e ir  lan g u ag e
and  th ey 'v e  like  resp o n d ed  p o sitiv e ly  o r do yo u  n o rm ally  fell lik e  th ey 're  like  'w hy 
are y ou  u sin g  m y  language '
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P: um  w ell u su a lly  u su a lly  th ey  k in d a  p o sitiv e  ab o u t it i f  yo u  see like  a Z u lu  speak ing
perso n  and  y ou  say S aw ubona  they 'll lik e  sm ile  b u t I m ean  I 've  had  like  I th in k  tw o  
in stan ces w h ere  peo p le  are  like  'w hy  y ou  do in g  th a t it's  n o t necessary '
I: oh  okay  speak  E n g lish  to  m e oh  oh ok ay  th a t's  in te restin g  w ere  th o se  ju s t like
ran d o m  peo p le  or
P: Ja  like  th ey  sm iled  at m e and  I sa id  S aw ubona  and  th ey  w ere  lik e  'no  no '
C A S E : M 4
I: .  th ere 's  a quo te  in  there  b y  N e lso n  M an d e la  th a t says " if  you ...heart"  um  it's like
on the  5 th  parag rap h  w ell it  is th e  5 th  p arag raph  
P: ja
I: um  do  y ou  th in k  he 's  on to  so m eth in g  w ith  th a t or
P: um  d efin ite ly  I m ean  i f  it i f  it's  () n o t like  () i f  yo u  i f  yo u  speak  in to  ano th  () speak ing
to  h im  in  an o th er lan g u ag e  h e  w o n 't b e  ab le  to  () like  y ou  () he  m ig h t b e  ab le  to  
u n d erstan d  () b u t I m ean  he w o n 't b e  able  to  re la te  w ith  it as w ell 
I: okay
P: and  like  () like  p u t few  o f  h is em o tio n  in  th e  w o rd s i f  he  can 't u n d erstan d
I: oh  okay  ja
P: ja
I: um  so w h en  som eone  w h o  y ou  can tell is n o t an E n g lish  sp eaker speaks to  y ou  in
E n g lish  h o w  does th a t m ake  y ou  feel
P: um  w ell to  m e I I I i f  th ey  n o t an E n g lish  speak er th e  k in d  o f  fo r som e reaso n  feel
so rry  fo r th em  ()
I: okay
P: b ecau se  I k n o w  th a t I p ro b ab ly  can 't speak  th e ir  lan g u ag e  and  a feel a b it  asham ed
th a t I can 't rea lly  speak  w h a t w h a t th ey  can  () b u t th ey  p u t in  the  e ffo rt to  speak  
w h a t I () speak  m y  lan g u ag e  () w h ich  ja  u h  yo u  do ge t a feel o f  sham e () like  
I: oh  okay
P: th a  th a t th ey  have  p u t in  th e  e ffo rt and  y ou  h av en 't b u t () o th er th an  th a t ja
I: does th e  fac t th a t y ou  speak  the  lan g u ag e  th a t is k ind  o f  th e  m ajo rity  () like  th e  m ore
eco n o m ica lly  v iab le  language  
P: j a
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I: is th a t k in d  o f  () a lm o st in  th a t s itua tion  feel that's  w h y  th ey  speak  E n g lish  um
w h ereas  th e  lan g u ag e  th ey 're  speak ing  () y ou  d o n 't necessa rily  h av e  m o tiv a tio n  to  
speak  it w hereas
P: Ja  j a  I do n 't th in k  I h av e  um  like  w o u ld  have  a m o tiv a tio n  to  learn  any th ing  o ther
th an  like  E n g lish  o r like  m ay b e  A frik aan s
I: ok  () w h y  A frik aan s?  Jus cos
P: I do n 't k n o w  w h y  A frik aan s it's  ju s t  like  () p eo p le  th a t I w o u ld  m ix  w ith
I: okay
P: Ja  w o u ld  b e  the  ones th a t w o u ld  speak  A frik aan s
I: okay  () y ou  feel like  yo u  w o u ld  com e in to  co n tac t m ore  w ith  A frik aan s peop le
P: j a  j a  j a
C A S E : M 5
I: j a  u u m  w h a t w as I go in g  to  ask  yo u  th ere 's  a a q u o te  in  here  from  N elso n  M an d e la
um  k in d  o f  in the  m id d le  there  it's  th e  5 th p a rag rap h  um  '...' do  y ou  th in k  he  is on to  
so m eth in g  there  or
P: j a  b ecau se  like  i f  yo u  do n 't speak  th a t lan g u ag e  and  th en  lik e  y ou  m ak e  th e  a ttem pt
to  speak  in  th a t p e rso n 's  lan g u ag e  and  n o t y o u r ow n lan g u ag e  th ey  tak e  it m ore  
seriously  and  th ey  u n d erstan d  it b e tte r
I: okay
P: th ey  like  m o re  sincere  ab o u t it
I: j a  do y ou  feel like  th a t i f  peo p le  speak  E n g lish  to  y ou  and  y ou  can  tell th ey  no t
E n g lish
P: j a  y ou  can  tell and  like  y ou  resp ec t th em  fo r th a t
I: okay
P: fo r m ak in g  th a t ex tra  e ffo rt fo r  them
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Q u e s tio n  5: w h a t  la n g u a g e (s )  w o u ld  y o u  w a n t  y o u r  c h i ld re n  to  s p e a k ?
C A S E : F1
P: d efin ite ly  d iffe ren tly  th an  w h a t m y  paren ts  did. I w o u ld  d efin ite ly  m ak e  sure there
w as som e lan g u ag e  th a t th ey  w ere  lea rn in g  at a y o u n g  age, so I'd  p ro b ab ly  send 
th em  to  lik e  a G reek  school, cau se  I 'm  G reek  so I'd  m o st p ro b ab ly  send  th em  to  
like  there , o r p o ssib ly  lik e  a a creche  w h ere  th ey  lea rn  Z u lu  o r som eth ing . b u t 
so m eth in g  w h ere  th e  child , I don 't, so th ey  can  co m m u n ica te  in  th a t o ther 
language. cause  w h en  I w en t to  G reece, I fe lt so d isad v an tag ed  b ecau se  it's  lik e  I 
d id n 't u n d e rstan d  w h a t m y re la tiv es  w ere  say ing , and  it w as so. I felt, yo u  k n o w  
y o u  feel so le ft out, ja . it w as qu ite  sad
I: so you, w ere  y ou  w o u ld  like  y o u r k ids to  n o t lik e  ju s t  b e  m o no lingual in  E n g lish
P: no  o f  co u rse  n o t no. I th in k  th ey 're  m issin g  out. th ey 're  m issin g  o u t on  p eo p le  as
w ell I th ink.
I: th a t's  a go o d  po in t, ja . do  you, so do  y ou  feel lik e  there , th ere 's  a lo t o f  p eo p le  ou t
th ere  in  South  A frica  th a t y ou  ju s t  can 't u n d erstan d
P: Ja  w ell y este rd ay  I w en t...ja  there  th e re  w as th is  w o m an  y este rd ay  w h o  w as
C h inese  okay  cause  I w e n t to  a C h inese  restau ran t, and, th an k fu lly  she cou ld  
speak  E n g lish  bu t, y ou  k n o w  I m issed , i f  she d idn 't I w o u ld 'v e  m issed  o u t on her 
w h o le  cu ltural back g ro u n d , ev ery th ing  y ou  know . um  peop le , y ou  know , it's  like  
it's  a lm o st lik e  a. like  a b lock , I find. w h en ev er I m ee t like  a b lack  perso n  okay, 
b ecau se  th ey  speak  Z u lu  and  it's  th e ir  1st language , I a lw ays feel lik e  I'm  
em b arrassed  to  - b ecau se  I can 't speak  in  th e ir  m o th e r to n g u e  - and  I, I'll lik e  say, 
'S aw ubona ' o r w h a tev e r and  I'll try  and  like  say a few  p h rases bu t, I I'm  alw ays 
like, 'oh gosh, I 'm  so so rry  I do n 't speak  y o u r lan guage ' y ou  know . and  it's  so rt o f  
em b arrassin g  fo r m e cos I shou ld  yo u  know , as a S outh  A frican , I shou ld  try  and 
po ssib ly  lea rn  it
I: Ja. D o  you, so y ou  do som etim es try  an speak
P: there , th e re  is a bou n d ary , ja . M y  dad 's qu ite  good. S om etim es he 'll h av e  like
conv ersa tio n s w ith  p eo p le  so it's  qu ite  good
C A S E : F2
P: E n g lish  d efin ite ly  E n g lish
I: and  any th ing  e lse  so i f  th ey  cou ld  so cos y ou  k n o w  k ids can  learn  any th in g  and  as
m an y  lan g u ag es as y ou  w an t th em  to  um  w h a t o th er lan g u ag e  w o u ld  y ou  w an t 
th em  to  have  say y o u 're  still in  South  A frica
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P: in  South  A frica  i f  I had  ch ild ren  and  at th a t age I m ean  th e ir  m in d s are like  a
sponge d efin ite ly  E n g lish  b u t th a t w o u ld  n a tu ra lly  com e b ecau se  y ou  speak  in  
E n g lish  a ro u n d  th em  an y w ay  b u t i f  I had  to  teach  th em  () I w o u ld  m o st p robab ly  
say A frik aan s and  Z u lu
I: okay  so yo u  w o u ld  w an t th em  to  b e  () so y ou  d efin ite ly  w o u ld  yo u  w an t th em  to
b e  b ilingual i f  th ey  cou ld  b e  or
P: yes
I: w o u ld  yo u  b e  hap p y  w ith  th em  ju s t  speak in g  E n g lish
P: I'd  b e  h ap p y  w ith  th em  ju s t  speak ing  E n g lish  b u t a lso  fo r th e ir  fu tu re  and  to  help
th em  in school lik e  w ith  th e ir  m arks fo r th a t p a rticu la r  sub ject
I: oh  so fo r th e  lan g u ag e  so it h e lps th em  a lo n g  um  () i f  th e re  w as  a good  so a good
school th a t tau g h t had  b ilingual ed u catio n  so th ey  tau g h t c lasses like  som e in 
E n g lish  o r th ey  cou ld  a lso  do s tu ff  in  Z u lu  w o u ld  y ou  co n sid er send ing  y o u r ch ild  
to  th a t to  help  th em  or
P: no  I w o u ld n 't
I: yo u 'd  w an t th em  ju s t  to  have  E n g lish  education
P: j a  ‘cause  I do n 't w an t th em  to  ge t too  co n fused  o r b ecau se  a lso  i f  th ey  ge ttin g  i f
th ey  b e in g  tau g h t in  Z u lu  fo r geo g rap h y  and  all th e ir  h o m ew o rk  and  ev ery th ing 's  
g o in g  to  b e  in  geo g rap h y  it's  g o in g  to  b e  v e ry  h ard  to  he lp  them
I: j a
P: and  o r exp la in  to  th em  and  it's  gon n a  confuse  th em  even  m o re  so
C A S E : F4
P: in  South  A frica  I w o u ld  w an t th em  to  p ro b ab ly  speak  um  a Z u lu  th o se  k in d  o f
th in g s 'cause  th a t's  w h a t th e  rest o f  th e  p o p u la tio n  speaks
I: okay. I a ssum e y ou  w o u ld  w an t th em  to  speak  E n g lish
P: oh o f  cou rse  E n g lish
I: so w o u ld  y ou  like  y o u r ch ild ren  to  b e  b ilin g u al i f  y ou  could
P: yes
I: and  i f  yo u  w ere  in  E n g lan d  say? w o u ld  y ou  n o t really
P: um  I'd lik e  th em  to  b e  b ilin g u al b u t obv iously  w ith  a E u ro p ean  lan g u ag e  (bo th
laugh)
I: a lan g u ag e  th a t w o u ld  b e  usefu l to  th em  ja . okay  cool um  do y ou  w ish  y o u  w ere
b ilingual
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P:
I:
P:
C A S E :
I do. I th in k  it's  v e ry  adm irab le  w h en  som eone  can  speak  m o re  th an  one language  
w h en  yo u  w h en  yo u  h ea r um  non-E , n o n -Z u lu  speakers w h o  can  speak  Z u lu  () 
w h a t do yo u  th in k
I th in k  it's  am azing  b ecau se  it's  such a hard  lan g u ag e  to  to  
j a  it is
to  lea rn  and  to  b e  ab le  to  flu en tly  speak  
ja . do  y ou  k n o w  anyone  like  that?
I do n 't th in k  so m y  dad  tries  (bo th ) he  kn o w s a few  w o rd s so
F5
P:
I:
P:
I:
P:
I:
P:
I:
P:
I:
P:
C A S E : F7
P:
I:
ja , I w o u ld  w an t th em  to  () w ell Z u lu  w o u ld  b e  one o f  them . E n g lish  obv iously  
and  th en  ob v io u sly  like  'cause  it runs in  m y fam ily , Ita lian  
Ita lian  okay  
so
w h y  w o u ld  y ou  w an t th em  to  h ave  th e  Z u lu
b ecau se  lik e  m y  dad  w as  say ing  'cause  he  w an ted  m e to  do Z u lu  and  I d id n 't w an t 
to  do Z u lu  (laughs). b u t he  w as say ing  lik e  w h en  u h  som eone  com es in to  h is 
o ffice  and  say th ey 're  Z u lu , and  th ey  start speak in g  to  h im  in  Z u lu  he  doesn 't 
u n d e rstan d  them , so y ou  n eed  to  - in  o rder to  do bu sin ess  - y ou  need  Z u lu  to  be  
ab le  to , ja . So y ou  need  a say y ou  h ave  paren ts, say like  i f  y ou  w an t to  b eco m e a 
teach e r and  y ou  have  paren ts  th a t can only  sp eak  w ell, m o st like ly  on ly  speak  
Z u lu , th en  yo u  need  to  k in d  o f  u n d erstan d  th em  in  a w ay. 
oh okay  cool, is it's  a g o o d  =
=  so it's  easie r and  I th in k  th ey  ge t m ore, yo u  g e t like  m ore  resp ec t i f  y o u  can 
speak  th e ir  language.
um  so y ou  w ou ld , yo u 'd  w an t y o u r k ids to  b e  ab le  to  
ja
w o u ld  yo u  ever, i f  th e re  w as a go o d  school th a t w as a dual m ed iu m  school - so 
say E n g lish  and  Z u lu  - w o u ld  y ou  ev er se, co n tem p la te  sen d in g  th em  to  
Ja  defin ite ly , I th in k  so, j a
I'd  w an t th em  to  lea rn  ev ery th in g  
E v ery th in g
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P: O kay  n o t ev ery th in g  () I'd  w an t th em  to  lea rn  E ng lish . A n d  ju s t  not, th ey  don 't
have  to  k n o w  every  sing le  detail o f  the  o th er language , like  A frik aan s and  Z ulu , 
like  w e  do at school, b u t th ey  ju s t  n eed  to  k n o w  h o w  to  d ialect, lik e  basic  
con v ersa tio n  sk ills w o u ld  b e  fine, as lo n g  as th ey  (.) as lo n g  as th ey  k n o w  w hat's  
h ap p en in g
I: T hey  can co m m unica te
P: Y es th ey  can  com m unica te . (laughs) th a t's  th e  w ord , sorry. A s lo n g  as th ey  can
com m unica te , th ey  d o n 't n eed  to  k n o w  like  w ritin g  sk ills  o r 'th is is that' or 
S T O M P I o r all o f  th a t and  ru les () I th in k  th a t as lo n g  as th ey  are ab le  to  
co m m u n ica te  p ro p erly  th ey  shou ld  b e  fine.
I: O kay. So y ou  w o u ld  w a n t th em  to  lea rn  m o re  th an  ju s t  E ng lish?
P: D efin ite ly  'cause  South  A frica 's  a b ig  country .
I: Y es it is (laughs)
P: A n d  w e 're  su rrounded  b y  d iffe ren t lang u ag es so w h y  n o t w h y  w h y  w h y  w h at's  the
() w h y  keep  y o u rse lf  () th ere 's  such  a good  w o rd  b u t n o w  I've  forgot!
I: In su laaaa te  (.) y ou  m ean  like  th a t
P: L ik e  w h y  keep  w h y  w h y  () W h y  keep  y o u rse lf  in one sm all spot. () w h y  keep
y o u rse lf  in  y o u r co m fo rt zone, w h y  n o t go  ou t o f  it
C A S E : M 2
P: W ell, I'd  d e fin ite ly  go fo r E n g lish  um  () m ay b e  w ith  H ind i () I m ean  I w o u ld  like
m y  ch ild ren  to  k n o w  a little  b it o f  th e ir  b ack g ro u n d  m o th e r to n g u e  and  s tu ff  like  
th a t and  m aybe  i f  in  th a t tim e  A frik aan s is still a b it o f  a p rob lem  () i f  A frik aan s is 
still in  ou r coun try  b y  th a t tim e  still as a su b jec t th en  I'll in tro d u ce  th e  su b jec t to  
m y  k ids cos I do n 't w a n t m y  k ids to  su ffer w h en  it com es to  h igh  school and  s tu ff
I: T ry  and  help  them
P: try  and  help  th em  a lo n g  () it's  fo r th e ir  ow n good  b u t j a  I m ean  ju s t  fo r  th e  sub ject
I w an t th em  to  g e t a reaso n ab le  m ark  so
I: Ja  and  so aside  from  schoo l um  in term s o f  b e in g  ab le  to  so say th ey  still liv in g  in
N ata l w o u ld  y ou  w an t th em  to  k n o w  Z u lu  o r do  y ou  n o t rea lly  th in k  it w o u ld  
im p ac t on th e ir  lives? T hey  w o u ld n 't com e in to  co n tac t w ith  th o se  p eo p le  or...?
P: I don 't th in k  so u h  I I do n 't th in k  I'll rea lly  b o th e r to  actua lly  teach  th em  I I don 't
k n o w  Z u lu  m y se lf
I: Ja, k
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P: So I do n 't rea lly  th in k  I m ean  rig h t n o w  I do n 't rea lly  h av e  co n tac t w ith  m u ch
Z u lu  okay  th ere  is Z u lu  friends b u t th ey  trea t speak  to  m e in  E n g lish  y o u  k n o w  
th ey  u n d erstan d  th ey  u n d erstan d  I do n 't k n o w  th e  lan g u ag e  m u ch  so I'm  I'm  sure 
that'll go  fo r every o n e  y ou  k n o w  so ja .
C A S E : M 4
P: m o re  th an  one o r ju s t  one?
I: w ell, w o u ld  y ou  w a n t th em  to  k n o w  m o re  th an  one or
P: um  I'd  d e fin ite ly  w an t th em  to  k n o w  m o re  th an  one  um  d efin ite ly  E n g lish  becau se
it's  un iv ersa l and  ev ery th in g  () and  I do n 't k n o w  i f  I w o u ld  try  and  teach  th em  a 
S outh  A frican  lan g u ag e  () i f  i f  it  w ere  m e I w o u ld  I w o u ld  like  fin d  a lan guage  
th a t a lso  qu ite  o ften ly  u sed  like  in  o th er u h  o th er coun tries
I: okay  so like  a E u ro p ean  lan g u ag e
P: Ja  ja  som eth ing  like  a F ren ch  lan g  o r som eth in g  like  th a t
I: okay  so y ou  w o u ld n 't n ecessa rily  feel th a t th ey 'd  need  an A frican  lan guage
P: Ja  n  () m ay  () w ell i f  w e  liv ed  in  South  A frica  ob v io u sly  I'd  teach  th em  a South
A frican  lan g u ag e  b u t o th er th an  th a t i f  w e  liv ed  in  S om ew here  else  I'd  teach  them . 
I guess it depends rea lly  w h ere  y ou  live
I: Ja
P: to  w h a t lan g u ag e  th ey 'd  ge t
C A S E : M 6
P: like  b esid es  E n g lish
I: j a  so ob v io u sly  y ou  w an t th em  to  speak  E n g lish
P: okay  um  w ell I k n o w  lik e  w h en  I w as little  I rea lly  w an ted  to  to  speak  Z u lu  and
um  m y paren ts  tried  to  g e t m e th e  m aid  to  speak  to  u s in  Z u lu  b u t it d id n 't w o rk  I 
do n 't k n o w  w h y  b u t it d id n 't w o rk  b u t I suppose  Z u lu  w o u ld  w o u ld  b e  the  
lan g u ag e  b ecau se  ob v io u sly  g o in g  to  learn  A frik aan s at school
I: okay
P: b u t e ith e r A frik aan s o r Z u lu  I m ean  n o t F ren ch  o r an y th in g  'cause  I still p lan  to  be
liv in g  in  South  A frica  so
C A S E : M 8
P: w ell E n g lish  w ell p e rso n a lly  I'd  like  th em  to  speak  F ren ch  'cause  I w ish  I cou ld  I
w ish  th ey  w ere  w e  w ere  a llow ed  to  tak e  F ren ch  here  I w o u ld
I: do  th ey  n o t o ffer it
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P: N o  th ey  don 't
I: oh  rea lly  oh ok
P: I w ish  I love  I love  F ren ch  'cause  m y  3 ou t o f  5, 3 o u t o f  th e  5 m em b ers in  m y
fam ily  speak  F ren ch  
I: oh  really
P: Ja  so i f  I ju s t  k in d a  I w ish  I cou ld  speak  F ren ch  as w ell all and  th en  um  I w o u ld
A frik aan s u m m m m  n o t really  
I: okay  w o u ld  y ou  w an t th em  to  k n o w  Z u lu  or
P: j a  w ell I 'd  j a  m o st p ro b ab ly  'cause  th ere 's  a lo t m o re  Z u lu  peo p le  th an  there  are
A frik aan s peop le
I: k  um  so w o u ld  you  d e f  w o u ld  y ou  w an t y o u r ch ild  to  () y o u r ch ild ren  to  n o t ju s t
have  E n g lish  as th e ir  on ly  lan g u ag e  i f  th ey  cou ld  
P: j a  () b u t like  i f  th ey  stru g g lin g  I w o u ld n 't like  fo rce  th em  in to  lea rn in g
I: okay  so y ou  feel lik e  th ey  p ro b ab ly  () th ey 'd  b e  ab le  to  b e  s fine  w ith  ju s t  E n g lish
so i f  th ey  had  to  h av e  som eth ing
P: j a  i f  i f  i f  j a  w ell 'cause  it is th e  un iv ersa l lan g u ag e  so i f  th ey  go  an y w h ere  in  life
th ey  can  alw ays speak  E n g lish
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Q u e s tio n  6: W o u ld  s p e a k in g  m o re  la n g u a g e s  (e.g . E n g lis h , A f r ik a a n s ,  2 A f r ic a n  la n g u a g e s )
m a k e  u s b e t te r  S o u th  A fr ic a n s
C A S E : F1
P: (17a) uum , I do n 't know , i f  to  m ak e  y ou  a b e tte r  South  A frican  y ou  w o u ld  speak, it 
w o u ld  m ean  th a t yo u  w o u ld  speak  a d iffe ren t language , b u t I th in k  it w o u ld  help, 
i f  y ou  k n o w  w h a t I m ean . 'C ause  I th ink , y ou  can 't say som eone 's  less o f  a South  
A frican  i f  th ey  on ly  sp eak  Z u lu  i f  that's  w h a t th ey 'v e  b een  b o u g h t up  w ith . B u t i f  
th ey  w ere  ab le  to  speak  m an y  d iffe ren t lan g u ag es i f  I w as able  to  speak  m any  
lang u ag es I w o u ld  d efin ite ly  be, b e  ab le  to  say I w as a tru e  South  A frican  m o re  so 
th an  som eone  w h o  ju s t speaks E ng lish .
C A S E : F3
P: um , I don 't w an t to  sound  c liche-ish ,
I: b e  w e lco m e  to
P: okay  good, um , b ecau se  I I th in k  like, b e in g  a go o d  any  p e rso n  from  any  coun try
in  th e  w o rld  is all ab o u t w h o  y ou  are  and  like, y ou  know , y o u r heart. N o t the  
lan g u ag e  th a t y ou  speak. L an g u ag e  is h a rd ly  a barrier, j a  I th in k  th a t like , you  
k n o w  like, p eo p le  a lw ays say like, y ou  can  ju s t  b y  lo o k in g  at som eone  y o u  can 
tell h o w  sincere  th ey  are o r w h a t th ey  m ean  o r h o w  th ey  feel, y ou  do n 't n eed  to  be  
co m m u n ica tin g  w ith  them .
I: ja , j a
P: w ith  w o rds, co m m u n ica tin g  w ith ...w o rd s?
I: verba l co m m u n ica tio n
P: yes
I: Ja  so you, fo r y ou  b e in g  a South  A frican  is separa te  from  th in g s lik e  =
P: = lan g u ag es =
I: = b e in g  able to  speak  like, certa in  languages
P: Ja
I: okay  cool, um ,
P: b u t I th in k  y ou  h ave  to  resp ec t d iffe ren t lang u ag es and  cultures.
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C A S E : F4
P: I don 't th in k  k n o w in g  a w h o le  b u n ch  o f  South  A frican  lan g u ag es m akes y ou  m ore
S outh  A frican  I th in k  it's  ju s t  m o re  (in te rv iew  in te rru p ted  [00 :11 :55 .25] - 
[0 0 :12 :42 .20 ]) um  I do n 't th in k  k n o w in g  m ore  A frican  lang u ag es m ak es y o u  m ore  
S outh  A frican , I th in k  it's  m o re  ab o u t y o u r a ttitude  to w ard s th e  coun try , b u t um  I 
th in k  k n o w in g  m o re  th an  one A frican  lan g u ag e  m ig h t m ake  like  m ake  y o u  m ore 
p ro u d  to  b e  S outh  A frican  and  you 'll u n d e rstan d  m ore
C A S E : F6
P: I do n 't th in k  th a t w e  necessa rily  h av e  to  speak  an o th er lan g u ag e  to  b e  a b e tte r
S outh  A frican . It's  in  you , it's  h o w  yo u  act and  y o u r a ttitudes to w ard s  o ther 
people. E v en  i f  y ou  speak  E n g lish  and  yo u 're  th e  n ices t p e rso n  to  som eone  else 
w h o  can 't speak  E n g lish  b u t yo u 're  help fu l. I th in k  that, in  essence, m akes yo u  a 
b e tte r  South  A frican . Y o u  d o n ’t  necessa rily  have  to  speak  th e ir  language.
C A S E : M 1
P: no  I th in k  w e  w o u ld  so rt o f  ge t on  w ith  each  o th er b e tte r  b ecau se  w e  w o u ld
u n d erstan d  each  o th er p ro p erly  and  th ey  w o u ld  b e  ab le  to  ex p la in  th em se lv es  like  
fu lly  ra th e r th an  in  a lan g u ag e  th ey 're  n o t en tire ly  sure o f
I: okay  and  in  te rm s o f  b e in g  a South  A frican  do  y o u  th in k  it w o u ld  m aybe  do you
th in k  y ou  w o u ld  b e  a b e tte r  S outh  A frican  i f  y ou  cou ld  speak  an A frican  lan g u ag e  
o r do you
P: no  (both start laughing)
C A S E : M 2
(vo lun tary )
P: Ja  it is cos I m ean  it rep resen ts  ou r k in d  o f  o u r p as t i f  y ou  lo o k  at it()y o u  k n o w  I
m ean  X hosa, Z u lu  it's  all b een  h ere ()y o u  k n o w  so I m ean  it is im p o rtan t fo r u s to  
k n o w  th o se  k in d  o f  lang u ag es b u t I m ean  it doesn 't rea lly  g ive  m e in te res t (ts) I 
m ean  y ou  k n o w  p erso n a lly  (ugh) I m ean  Z u lu  okay  A frik aan s n o t rea lly  () you  
k n o w  I m ean  it d o esn 't g rip  m y atten tion
I: Ja  okay  () u h  do y ou  in  y o u r u h  ev eryday  life  do y o u  ev e r com e in to  co n tac t w ith
th o se  lan g u ag es do yo u  ever have a need  to  u se  th em
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P: N o , I h av e  no  need  o f  u s in g  th em  () espec ia lly  A frik aan s I do n 't see th e  n eed  fo r it
a t all.
(after question)
I: O kay  () um  () a t th e  end  o f  th a t () o f  th is  a rtic le  it  says th a t i f  w e  cou ld  all speak
E n g lish  and  A frik aan s and  tw o  A frican  lang u ag es w e  w o u ld  all b e  b e tte r  South  
A fricans () do  yo u  th in k  th a t's  a tru e  s ta tem en t o r it's  a b it o f f  th e  m ark?
P: (sighs w hile thinking) the  th in g  is it depends h o w  m an y  h o w  m an y  okay  th ere 's
n o t m an y  A frik an ers  in  th is  coun try
I: Ja
P: T hat's  w h a t I th in k  y ou  k n o w  in  te rm s o f  Sotho and  o th er lan g u ag es I m ean  uh
like  o th er cu ltu res I m ean  there  is qu ite  a b it  b u t I I do n 't rea lly  g e t in to  con tac t 
w ith  th em  y ou  k n o w  so w h a t is th e  p o in t () yo u  k n o w  I m ean  I'm  liv in g  in  D u rb an  
I m ean  I do n 't rea lly  g e t in to u ch  w ith  yo u  k n o w  Sotho  guys and  all th a t s tu ff  
th e re  so w h a t is th e  u se  to  m e? So I th in k  it depends on w h ere  y ou  live  () y o u r 
c ircu m stan ces () ye  I m ean  ob v io u sly  i f  y ou  live  in  a rural a rea  w h ere  Z u lu 's  like  
th e  m o st p o p u la r th in g  th en  it's  qu ite  w ise  to  lea rn  th e  language
I: Ja
P: b ecau se  y ou  liv in g  th e re  y ou  k n o w  () b u t fo r m e n o w  I m ean  I do n 't rea lly  fin d  it
usefu l y ou  k n o w  w h ere  I 'm  liv in g  so it rea lly  dep en d  on  y o u r c ircum stance.
I: Ja  ja  () so y ou  w o u ld  say th a t it doesn 't rea lly  a ffec t y o u r n a tio n a lity
P: Ja  it d o esn 't rea lly  a ffec t y o u r () n a tio n a lity  () it d o esn 't rea lly  a ffec t it rea lly
depends on  c ircu m stan ce  I th in k
C A S E : M 5
P: = n o t rea lly  j a  I
th in k  th a t () so rt o f  w e 'd  b e  m ore  u n ited  as a co u n try  i f  every o n e  cou ld  u n d erstan d  
ev eryone  e lse  b u t it's  so rt o f  like  p u sh in g  lik e  E n g lish  to  lik e  one side say ing  th a t 
() it's  like  n o t su ffic ien t
I: n o t su ffic ien t fo r it okay  () so as a S outh  A frican  y ou  don 't feel like  E n g lish  is bad
P: no  I th in k  it's  'cause  m o st like  m ajo rity  i f  y ou  h av e  to  ta lk  to  anyone  in  E n g lish
th ey 'd  lik e  so rt o f  u n d e rstan d
I: oh  okay  ja
P: seem s like  th e  m o st u n d e rs to o d  language
I: ev eryone  can u se  a b it o f  it
11
1
2
3
4
5
6
1
2
3
4
P: Ja
C A SE: M 6
P: no  I m ean  w h a tev er lan g u ag e  y ou  speak  is n o t rea lly  y o u r fau lt th a t y ou  b o rn  to  
Z u lu  speak ing  peo p le  u m  it's  d o esn 't m ak e  y ou  a b e tte r  pe rso n  i f  yo u  can  speak  5 
d iffe ren t lan g u ag es flu en tly  o r one lan g u ag e  flu en tly  it's  n o t rea lly  y o u r fau lt i f  
y o u r p aren ts  are  w ea lth y  th ey  can  send  y ou  to  a school th a t teach es d iffe ren t 
lang u ag es o r ju s t  one lan g u ag e  so d o esn 't d o esn 't rea lly  m ak e  y ou  a b e tte r  person  
i f  y ou  can speak
C A S E : M 8
P: I do n 't th in k  it it's  m ore  like  w e' w o u ld  b e  b e tte r  S outh  A fricans it w e  w e 'd  be  
b e tte r  peep  w e 'd  b e  b e tte r  p eo p le  and  w e 'd  u n d ers tan d  each  o th er b u t b e in g  South 
A frican  is w h o  y ou  are it's  n o t it's  n o t so m eth in g  th a t i f  y ou  lea rn  o th er 2 
lang u ag es y o u 're  a b e tte r  pe rso n  it's  m o re  o f  p ride  in  y o u r cou n try  and
S tim ulus A rtic le
2.1 O rig inal U n ed ited  S tim ulus A rtic le  from  M ail and  G uard ian  O nline
2 .2  O rig inal L en g th  S tim ulus A rtic le  A n n o ta ted  w ith  D ele tio n s
E-Appendix 2:
2.1 Original Unedited Stimulus Article from Mail and Guardian Online
M asincoko le : T alk  to  m e!
R U S S E L L  H  K A S C H U L A : C O M M E N T  - A p r 21 2011 00:00
The minister of higher education and training, Blade Nzimande, recently called for 
all South African university graduates to learn at least one African language. To 
this there was a monolingual outcry, mainly from mlungus who won't be dictated 
to.
But this really is one of the few initiatives where our nation's idea of "social 
cohesion" could become a reality.
It does not take a communist to see that Russia and China fuel their economies in 
languages other than English. There are only a few countries in Africa in which 
English has effectively reached the masses as a language of learning and teaching, 
let alone communication and integration.
English remains a language of the elite, forbidding people from access to the first 
economy -- as erstwhile president Thabo Mbeki referred to it -- and relegating 
them to the second and, dare I suggest, third economy in which people have 
absolutely no knowledge of English.
With the exception of African languages such as Kiswahili, Arabic and Afrikaans 
(the third-biggest language in South Africa), the lack of use of African languages 
in high-status domains remains a reality. Afrikaans is an example of a young 
African language that has been intellectualised and can be used as a model for the 
development of other African languages.
There is a strong link between Julius Malema's recent assertion to the Jewish 
community that the poor are coming to get "us" Gaddafi-style and how we use 
language to include and exclude people in this country. Today it is language that 
serves as a barrier to economic mobility, requiring us to think about how we can 
use language to transform class relations.
Language is crucial in creating understanding and linkages between the rich and 
poor. As Nelson Mandela once observed: "[I]f you talk to [a man] in his language, 
that goes to his heart."
Ask yourself this question: in what language do I dream? In my mother tongue, of 
course. Now ask yourself what would be the significance of the answer to this 
umbuzo (question)? You think best in a language that you know best. You should 
be taught in a language that you understand, allowing for cognition to take place 
easily. This is one side of the coin that we still miss in South Africa. We need to
teach in African languages and teach effective English as a subject. It is not a 
question of choosing English only.
Not only should you be taught in your dream language but you should also take the 
initiative to learn other languages. Linguistic activists have been saying this for 
years.
In the process the mind is broadened and the barriers between linguistic and 
cultural groups are broken down. You step into the cultural and linguistic space of 
another human friend. Language is what drives culture and forms its central 
underpinnings: who are we and who am I if I remain my singular, monolingual, 
(un)comfortable self?
Now, what do we do in South Africa? We insist that the majority of our students 
are educated in a language that they often do not understand well. The result: 
global-language idiots are what we have become!
We don't teach African languages or English with any measure of competency. 
Furthermore, we insist that those who were privileged under apartheid remain 
privileged today -- in other words, it is those who speak English and, to some 
extent, Afrikaans who are allowed to be taught in their mother tongues. What gives 
them this right?
They are also not required to learn another African language. This just does not 
make sense in a country in which professional services are largely delivered in 
English, even though arguably not even 40% of the population is functionally 
literate in this non-indigenous, ex-colonial language.
Imagine someone telling you to take three tablets five times per day in a language 
that you cannot understand.
And if we believe we should be using English for economic reasons, then should 
we not all be rushing to learn Mandarin, considering the new economic order in 
Africa?
Each university is supposed to have its own language policy and all universities 
should now be in the process of implementing such policies. According to research 
conducted by my colleague, Dr Pam Maseko, this is largely not happening. Some 
universities do not even have a language policy.
With the support of management, including vice-chancellor Dr Saleem Badat, 
Rhodes University is ahead of the pack. It already offers isiXhosa vocation- 
specific courses in disciplines related to delivery of services. There are now 
courses such as isiXhosa for pharmacy, law and education - and these form part of
the curriculum.
All education students who do not have isiXhosa as a mother tongue are required 
to learn isiXhosa. We will soon pilot a course in isiXhosa for psychology. An 
isiXhosa journalism course (both second language and mother tongue) is being 
offered this year. In addition to the hundreds of undergraduates studying isiXhosa 
at Rhodes, there are 41 honours students, 20 master's and six PhD students, thanks 
to bursary funding from the national department of arts and culture.
It is true, too, that African-language teaching and learning should not only be 
developed at second-language level. There is a serious need to allow mother- 
tongue speakers enough information to make informed decisions concerning the 
virtues of being taught in, and the value of learning, their mother tongues.
Market-related courses such as isiXhosa for journalism are important if qualified 
mother-tongue journalists are to provide their services to radio stations such as 
Umhlobo Wenene and newspapers such as the isiZulu Isolezwe paper. Likewise, it 
is important for a journalist who does not speak an African language to learn such 
a language to gain more accurate information and be more culturally sensitive.
Nzimande, therefore, is quite correct. The only point of difference that I would 
have is that such vocation-specific African language courses must be taught rather 
than "should" or "could".
Vocation-specific, market-related African language mother-tongue and second- 
language courses must form part of the curriculum at universities.
In my view African languages hold the key to the Africanisation of the curriculum, 
which must be an integral part of transformation at universities.
Students need to learn African languages to enable them to function as better 
multilingual citizens in the workplace. That is just common sense.
We have found at Rhodes that students generally come to take a very positive 
view. As pharmacy students, for example, begin to work with patients who are not 
necessarily conversant in English, they see the benefits.
The argument that is sometimes used against learning an African language is: 
"Why must I learn this language if I am not going to work among Xhosa people?" 
The answer is simple: "You will be working among them for the years that you 
will be studying at Rhodes."
In a country where we remain obsessed with race, multilingualism will go a long 
way towards creating a measure of social cohesion. Can you imagine if all South
Africans were fluent in English, Afrikaans, an Nguni language and a Sotho 
language? We would all be better citizens.
For so long now black people have had to grapple with learning the white people's 
English. Nzimande was correct when he observed, in isiZulu, that "we can't be 
expected to learn English and Afrikaans, yet they don't learn our languages".
As a multilingual mlungu, I can only wait for the day when I am not continually 
asked: "So where did you learn that Khoza language?" I wonder when last I asked 
a black person: "So where did you learn English?" If I had never spoken isiXhosa,
I would not be the South African that I am today.
Oh, if only we lived in a society where we could thetha, praat, khuluma, talk in one 
another's languages, even code-switch and mix them together and camtha if need 
be.
Then we could begin to build a basis for a trusting, communicative nation, a trust 
based on effective communication and cultural sharing that I believe still eludes us 
today.
Russell H Kaschula is professor and head of African language studies at 
Rhodes University’s school of languages
Source: Mail & Guardian Online
Web Address: http://mg.co.za/artide/2011-04-21-masincokole-talk-to-me
2.2 Original Length Stimulus Article Annotated with Deletions 
Masincokole: Talk to me! RUSSELL H KASCHULA
T he m in is te r o f  h ig h er ed u catio n  and  tra in ing , B lad e  N zim an d e , recen tly  ca lled  fo r all South  
A frican  u n iv ers ity  g rad u a tes  to  learn  at least one A frican  language . T o  th is  th ere w as a 
m o n o lin g u al outcry , m ain ly  from  m lu n g u s w h o  w o n 't b e d ic ta ted to.
B u t th is  rea lly  is one o f  th e  few  in itia tiv es  w h ere  ou r na tion 's  id ea  o f  "social cohesion" cou ld  
b eco m e a reality .
I t does n o t tak e  a co m m u n ist to  see th a t R u ss ia  and  C h in a  fuel th e ir  eco n o m ies in  languages 
o ther th an  E nglish . T here  are  on ly  a few  co u n tries in  A frica  in  w h ich  E n g lish  has effec tively  
reach ed  the  m asses as a lan g u ag e  o f  lea rn in g  and  teach ing , le t a lone  co m m u n ica tio n  and 
in tegration .
E n g lish  rem ain s a language  o f  th e  elite , fo rb id d in g  peo p le  from  access to  the  f irs t econ o m y  -­
as e rstw h ile  p resid en t T h abo  M bek i re fe rred  to  it -- and  re leg a tin g  th em  to  th e  second  and, 
dare  I suggest, th ird  econ o m y  in  w h ich  peo p le  h ave  ab so lu te ly  no  k n o w led g e  o f  E ng lish .
W ith  th e  ex cep tio n  o f  A frican  lan g u ag es such  as K isw ah ili, A rab ic  and  A frik aan s (the th ird - 
b ig g es t lan g u ag e  in  South  A frica), th e  lack  o f  u se  o f  A frican  lan g u ag es in  h igh -sta tu s 
d om ains rem ain s a reality . A frik aan s is an exam ple  o f  a y o u n g  A frican  lan g u ag e  th a t has 
b een  in te llec tu a lised  and  can  b e  u sed  as a m odel fo r th e  d ev e lo p m en t o f  o th er A frican  
languages.
T here  is a s trong  lin k  b e tw een  Ju liu s  M alem a 's  recen t asse rtio n  to  the  Jew ish  com m u n ity  th a t 
th e  p o o r are  co m in g  to  g e t "us" G ad d afi-s ty le  and  h o w  w e  use  lan g u ag e  to  in c lu d e  and 
exc lude  p eo p le  in  th is  country . T o day  it is language  th a t serves as a b a rrie r to  econom ic  
m obility , req u irin g  u s to  th in k  ab o u t h o w  w e  can  use  lan g u ag e  to  tran sfo rm  class relations.
L an g u ag e  is crucial in  c rea ting  u n d e rs tan d in g  and  lin k ag es b e tw een  th e  rich  and  poor. A s 
N e lso n  M an d e la  o nce  observed: " [I]f  y ou  ta lk  to  [a m an] in  h is language , th a t goes to  h is 
h e a rt."
A sk  y o u rse lf  th is  question : in  w h a t lan g u ag e  do I d ream ? In m y m o th e r tongue, o f  course. 
N o w  ask  y o u rse lf  w h a t w o u ld  b e  th e  sig n ifican ce  o f  th e  an sw er to  th is  u m b u zo  (question)?  
Y o u  th in k  b e s t in  a lan g u ag e  th a t y ou  k n o w  best. Y o u  shou ld  b e  tau g h t in  a lan g u ag e  th a t you  
u n d erstand , a llo w in g  fo r co g n itio n  to  tak e  p lace  easily . T h is is  one side o f  th e  co in  th a t w e 
still m iss in  South  A frica. W e n eed  to  teach  in  A frican  lan g u ag es and  teach  effec tive  E n g lish  
as a subject. It is n o t a qu estio n  o f  ch o o sin g  E n g lish  only.
N o t on ly  shou ld  y ou  b e  tau g h t in  y o u r d ream  lan g u ag e  b u t y ou  shou ld  also  tak e  th e  in itia tive  
to  lea rn  o th er languages. L in g u is tic  ac tiv ists  have  b een  say ing  th is  fo r years.
In  the  p ro cess  th e  m in d  is b ro ad en ed  and  th e  b a rrie rs  b e tw een  lin g u istic  and  cu ltu ral g roups 
are b ro k en  dow n. Y o u  step  in to  th e  cu ltural and  lin g u is tic  space o f  an o th e r h u m an  friend. 
L an g u ag e  is w h a t d rives cu ltu re  and  fo rm s its  central u n d erp inn ings: w h o  are w e  and  w h o  am  
I i f  I rem ain  m y  singular, m ono lingual, (u n )co m fo rtab le  self?
N ow , w h a t do w e  do in  S outh  A frica?  W e in sis t th a t th e  m ajo rity  o f  ou r studen ts  are  educated  
in  a lan g u ag e  th a t th ey  o ften  do n o t u n d e rstan d  w ell. T he result: g lo b al-lan g u ag e  id io ts  are 
w h a t w e  h av e  b eco m e!
W e  do n 't teach  A frican  lang u ag es o r E n g lish  w ith  any  m easu re  o f  com petency . F u rtherm ore , 
w e  in sis t th a t th o se  w h o  w ere  p riv ileg ed  u n d er ap arth eid  rem a in  p riv ileg ed  to d ay  -- in  o ther 
w ords, it  is  th o se  w h o  speak  E n g lish  and, to  som e ex ten t, A frik aan s w h o  are  a llow ed  to  be  
tau g h t in  th e ir  m o th er tongues. W h a t g ives th em  th is  righ t?
T hey  are a lso  n o t req u ired  to  learn  an o th er A frican  language. T h is ju s t  does n o t m ake  sense 
in  a cou n try  in  w h ich  p ro fessional serv ices are  la rge ly  de liv e red  in  E n g lish , even  though  
arguab ly  n o t even  40%  o f  th e  p o p u la tio n  is fu n ctio n ally  lite ra te  in  th is  non -in d ig en o u s, ex ­
co lon ia l language.
Im ag in e som eo n e t ellin g  y ou  to  ta k e th ree ta b lets f iv e t im e s p er day  in  a lan g u ag e th a t you  
can n o t u n d erstand.
A n d  i f  w e b eliev e w e shou ld  b e u sin g  E n g lish  fo r eco nom ic  re asons, th en shou ld  w e n o t all 
b e ru sh in g  to  learn  M andarin , co n sid erin g  th e n ew  eco nom ic  o rd er in  A frica?
N z im a n d e , th erefo re , is q u ite co rre ct. T h e on ly  p o in t o f  d iffer en c e th a t I w o u ld  h a v e is th a t 
such  v o ca tio n  spe cific  A frican  lan g u ag e co u rse s m u st b e tau g h t ra th er  th an  "should" o r 
"could".
S tuden ts n eed to  learn  A frican  lan g u ag e s to  en ab le th em  to  fu n ctio n  as b et te r  m ultilingual 
c itizens in  th e w o rk p lace . T h a t is ju s t  com m o n  sen se .
In  a coun try  w h e re  w e  rem ain  o bsessed  w ith  race , m u ltilin g u a lism  w ill go  a lo n g  w ay  
to w ard s c rea tin g  a m easu re  o f  social cohesion . C an  yo u  im ag in e  i f  all South  A fricans w ere  
f lu en t in  E ng lish , A frikaans, an N g u n i lan g u ag e  and  a Sotho language?  W e  w o u ld  all be  
b e tte r citizens.
F o r  so lo n g  n o w  b lack  p e o p le h av e had  to  g rap p le w ith  lea rn ing  th e w h ite p eo p le 's E ng lish . 
N z im a n d e w as co rrect w h en  h e o b serv ed, in  isiZ u lu , th a t "w e can 't b e ex p ec te d to  le arn 
E n g lish  and  A frikaans, y et  th ey do n 't learn  ou r lan g u ag e s".
A s a m u ltilingual m lungu , I can  on ly  w a it fo r  th e day w h en I am  n o t co n tinually  a sk ed: "So 
w h ere d id  y ou  learn  th a t K h o za  lan g u ag e?" I w o n d er  w h en las t I a ske d a b lack  p erson: "So 
w h ere d id  y ou  learn  E ng lish?"  I f  I had  n ev er  sp o k en isiX hosa , I w o u ld  n o t b e th e South  
A frican  th a t I am  today .
O h, i f  on ly  w e liv ed in  a soc iety  w h ere w e co u ld  th etha, p raat, khu lum a, ta lk  in  o n e an o th er's 
lan g u ag e s, ev en co d e sw itch  and  m ix  th em  to g eth er and  cam th a  i f  n eed b e .
T h en w e cou ld  b eg in  to  b u ild  a b as is  fo r a tru sting , co m m u n ica tiv e nation , a tru s t b a sed on 
effe c tive co m m u n ica tio n  and  cu ltu ral sharing  th a t I b eliev e still elu d e s u s today .
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